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A SCHOOL DESEGREGATION PLAN FOR EAST BATON ROUGE PARISH

PREFACE

The analysis presented here substantiates what virtually
all of the research on school desegregation has found =-- that the
mandatory Teassignment of white students to formerly black schoois
produces significant white flight. Almost 60% of the white students
reassigned to schools formerly at or above 90% black under the
current court-ordered plan did not show up at the school they were
assigned to, and almost half of the school district's white enroll-
ment loss in the last 3 years is due to desegregation. There was,
by contrast, no discernible black flight at the district level,
As a result of these racial differences in loss rates, the *"busing
burden® is now greater for,blacks than whites under the court's plan.

The plan proposed here is an attempt to slow the trend towards
resegregation and to reduce the mandatory reassignment burden. It is
definitely not a return to the status quo before court-ordered
desegregation, Rather, this Incentives Plan offers a substantial
degree of interracial contact by using court-ordered school closings,
majority to minority transfers, and magnet schools., It is an attempt
to link the research findings on the determinants of educational
achievement with the goal -of desegregating schools. It minimizes
disruption and uncertainty because: 1) it is phased in over a
period of three years, with portions of the current Court~ordered
plan remaining in place temporarily and 2) it contemplates a
programmed phasing out of mandatory student assignments as the
magnet schools become established as viable desegregating tools.

The implementation schedule contemplates residential attendance
zones at the middle school, elementary school &nd high school
levels, at the beginning of, respectively, the 1985, 1986 and
1987 school years.

Ultimately, the proposed plan will produce less white flight
than a plan based upon mandatory reagssignments. It will produce
over the long term either somewhat more or somewhat less interracial
contact than the court's plan without the additional costs --
parental hostility to mandatory reassignment, parental difficulty
in visiting their child's schnol, and diminished community support
for public education -- associated with mandatory reassignment.

When this plan is fully implemented, it will initially
leave more one-race schools than the court’s plan, but such
definitions can be somewhat arbitrary and obscure long-tern
trends wvhich may be more {ndicative of the extent of actual
desegregation. There is, of course, nc guarantee <hat this plan
will produce the level of intyrracial exposure that is predicted,
but this risk is there reyardless of which plan is chosen. The
ccurt‘s plan could produce less interracial contact than is pre~
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dicted because of white £light while this plan could do so because
of less effort on the part of the school board thau iz assumed, oOr
unrealistic expectations of student volunteering.

There are, unfortunately, always uncertainties in policy
analysis and policy macing. This plan, however, addresses the
need to ameliorate the often divisive and counterproductive remedies
of the past with a new and innovative approach to schonl desegrega-
tion. As such, it merits the court's acceptance.

INTRODUCTION

This proposal for an alternative desegregation plan for the
East Baton Rouge Parish school District is useful it~ .he court if
it can produce interracial contact comparable to the plan ordered
into effect ir Fall 1981 and completed in Fall 1982 without incur- ,i
ring the attendant costs of mandatory reassignment, First, it is =
" important to understand how {nterracial contact {gs measured and how
1t can be used to assess the utility of alternative desegregation
plans.

one example of a constitutionally acceptable plan may be
that which approximates in each school the racial composition of
the whole school system, That is, if a school district is 42
percent black and 58 percent white (as East Baton Rouge was in 1980),
every school should be 42 percent black and 58 percent white,
such a criterion, however, ignores the white flight "costs” of
mandatory school desegregation, costs which are critical to the
achievement of school desegregation. 1f there are no whites left
in o school system, there is no school desegregation regardless of
how much racial balancing was originally produced on paper.

Nevertheless, considering only {hese "costs®, as many indivi-
duals and social scientists have done, is not only constitutionally
unacceptable, but senseless from a “"policy analysis"perspective.
virtually all policies have costs and if one wers® to consider only
costs, none would ever be adopted since doing nothing always has
the least rosts. Similarly, if one were to consider only white
fl1ight costs, the desegregation alternative chosen would always be
*do nothing" since that always produces the Jeast white flight.
Thercfore, from both a constitutional standard and a policy analysis
standard, one must consider both costs and benefits in order to
determine the net benefit of school desegregation plans. /

Indeed, 1f we consider the desirability of possible ocut-
comes of any particular school deszgregation plan, it appears that
virtually everyone who supports the principle of school desegrega-
tion uses net benefit as a guide to ranking them, This becomes
clearer it we consider a n_ pothetacal segregated schonl system with
six schools and the racial composition shown below.

Fid




Blacks whites
100 0
100 ' 0
100 B 4

0 100
0 100
0 100

virtually all supporters of school desegregation would

prefer a plan which produced Outcome A (shown below), with cons ider-

able racial balance and 265 white students remaining, to a plan
which produced Outcome B with perfect racial balance and 5 white
atudents remaining. '

Outcome A Outcome B

Blacks Whites Blacks Whites
50 40 50 1
50 45 50 1
50 45 59 )|
50 45 50 )|
50 . 45 50 )|
50 45 50 ) O

Although Outcome B produces greater racial balance, Outcome
A yields much greater interracial exposure (proportion white in
the average black child's school), which in this context can be
thought of as the instrumental net benefit of each plan. This
example illustrates the reasonableness of the two principles
formulated above. If one supports school desegregation, consider~-
ing only costs is shortsighted since @ven the mos* desirable of
the above plans produced some costs and one would be forced toO
do nothing. By the same token, considering only racial balance
benefits would be almost as shortsighted since one would have tO
choose the intuitively least desirable plan, that in which tbere
was only one white student in each school.

The analysis offered here will thus compare the estimated
net benefit of the current desegregation plan and our proposed
alternative. This will include an analysis of the extent of white
f1ight produced by the current plan and an estimate of the amount
of interracial exposure st is likely to produce over time. AN
altnrnative desegre ation plan will be created which is estimated
to produce substantial desegregation without the attendant costs of
mandatory student reassignments.
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THE CURRENT DESEGREGATION PLAN

Racial Balancirg

The current desegregation plan implemented in 198l with the
desegregation of the elementary schools and completed in 1982 with
the inclusion of the secondary schools produced a substantial de-
crease in racial imbalance, As Table 1 indicates, the level of
racial imbalance (D) in the elementary schools declined from 72
to 38.

An index of 72 means that 72 percent of the black students would
have to be reassigned, i{f no whites were reassigned, in order to
have the same percentage of blacks in each school as in the whole
gschool district. An index of 100 represents complete racial im-
balance since it means that 100 percent of the blacks would have to
be reassigned if no whites were reassigned, in order to have the
same percentage of blacks in each school 2s in the whole school
district, The formula is

p=1/2) |ui-Bi
W B

where Wi is the number of whites in each school, W is the number
of whites in the whole school district, Bi is the number of
blacks in each school and B is the number of blacks in the whole
school, district.

The level of racial imbalance, which had increased slightly
in the middle schools between 1980 and 1981, declined by 38
percentage points from 58 to 20 in 1982. This decline is even
greater than occurred in the elementary schools the year before.
the high schocls, which experienced a small reduction in racial
{imbalance in 1981, had a further decline of 29 percentage points
from 59 {n 1981 to 30 in 19382,

In addition, the extent of interracial exposure (sbw) in-
creased substantially from 24 to 36 percent white in the average
black child's elementary school in 198l1. At the middle school
level, interracial exposure increased from 32 to 48 percent white
in the average black child's school, and at the high school level,
it increased from 32 to 47 percent white in the average black child's
school. The formula for this index is

sbw = ¥ k NkbPkw
Yk Nkb

vhere Nkb is the number of black students in each school and Pkw
is the proportion (or percentage) white in the same school. This
ig summed for all schools and divided by the number cf black
students in all the schools. This index cannot be any higher

¢
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than the percentage white in the school system (or grade level)
analyzed., It is a measure of net benefit because the percentage
white in a black school will theoretically increase with racial
balancing, but decrecase with white flight. The ultimate outcome
of these contradictory impacts of school desegregation is thus the
net benefit in instrumental terms.

Every grade level shows a net benefit as a result of racial
balancing despite whatever white flight has occurred. Unfortu-
nately, the extent of intercacial exposure—in the elementary
schools (the only grade level for which there is post-implementa-
tion data) declined by 2 percentage points in the year after
implementation. Such a decline can be the result of segregatory
administrative changes in the plan, or of a reduction in white
enrollment.

Wwhe ther the result of administrative action or individual
action (i.e. white flight), Tables 2 and 3 indicate that the plan
has not been entirely successful in eliminating the racial iden-
tifiability of the East Baton Rouge schools even when those
schools designated racially isolated by the court are excluded
from analysis. Table 2 indicates that the pre-desegregation
percentage black in each school is significantly correlated
(1.00 is a perfect positive correlation) with the post-desegregation
percentage black. Table 3 demonstrates that the raciel character-
jstics of the school staff continue to be significantly correlated
with the racial characteristics of the pre-desegregation student
body. In other words, schools that had higher black student
percentages prior to desegregation tend to have higher black
teacher percentages and are more iikely to have a black principal
after school desegregation.

It is also possible to have resegregation within schools.
The data in Table 4, calculated with the same index (D) used to
determine school system racial imbalance, indicate a fair amount
of classroom racial imbalance. since in this case, the index
takes as its standard the racial proportioas in the school rather
than the school system, high percentage black schools are not
penalized by this index. (There are, however, two schools,
Crestworth and Polk, in which there are so few whites that an
index cannot even be calculated,) The mean level of racial
imbalance for the elementary schools in 1982 is 24, for the
middle schools 30, and for the high schoecls 33.

One factor related to classroom racial imbalance at the
elementary school level is the gifted and talented program. The
correlation between the number of such classrooms and the extent
of racial imbalance is a statistically significant .26. At the
secondary school level where there is tracking by subject matter,
there is no relationship betwoen G and T classrooms and st:hool
racial imbalance, Even at the elementary school level, however,
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the relationship between the number of G and T classrooms and
racial imbalance is not strong enough to rule out other factors
and does not in and of itself demonstrate a violation., 1t does,
however, suggest a need for further investigation.

white Flight ;

In order to determine the amount of white flight due to
desegregation, it {s necessary to estimate what the "normal® white ,
enrol lment change would be {f the school district had not desegre-
gated., (There was no decline in black enrcllment at the district
level so it is not analyzed here.) gince a school district cannot
do two things at once, social scientists have created statistical
technigues for estimating what would normally occur in the absence
of a policy intervention. One simple technique ig = linear trend
analysis (of the form Y = a + bX) of pre-desegregation enrollment.
A normal white enroliment loss rate was established beginning in
1975 and ending in 1979 for elementary schools and 1980 for secon-
dary schools. The year before desegregation for each grade level
was excluded from the normal trend analysis in order to avoid con-
tamination due to what appears to be "anticipatory” white flight
{n 1980 from elementary schools and in 1981 from secondary schools.

This analysis is shown {n Table 5 for grades 1l-5, 6-8, and
9-12 separately and for grades 1-12 (excluding special education)
and X-12 as a whole. The actual loss rate for each year is shown
on the left for each grade level and the loss predicted from the
1975-1979 trend on the right. The predicted loss rate is8 th' 0
used to estimate white enrollment beginning with 1979 as the
base. For example, & predicted loss rate of -5.8 percent from
an actual enrollment in 1979 of 14,965 yields a predicted white
enrollment of 14,097 in 1980. This is continued out to 1982,
the last year for which there is actual data. The analysis
ghows that the actual loss rate in 198l is about one-third greater
than normal and the actual loss rate in 1982 is almost twice as
high as normal. It is quite unusual to have a higher loss rate
in the year after desegregation than ir the year of {mplementation.
Although phased-in plans tend to have greater white flight than
those implemented in one year, the additional loss is usually
not from the grade level or geographic area already desegregated.
Typically it 3 from the yet-to-be desegregated grade levels or
geographic areas. The total elementary school white enrcllment ‘
ioss due to desegregation by 1982 is almost 2,000 students {pre- |
dicted enrollment of 11,565 minus actual enrollment of 9,591).

The analysis of the middle school enrollment shows & larger
{mplementation year loss, but a similar total loss of a little
over 2,000 due to desegregation. This technique applied to middle
school enrollment probably overestimates the loss due to desegreg-
ation as a result of a strange reduction in the white enrollment
decline in 1980. In the absence of any {nformation on the validity

b
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of middle school enrollment records in 1980, it seems imprudent
to adjust enrollment trends for such a critical year.

The estimated loss due to desegregation {n high schools is
the smallest of all the grade levels. This conforms toO the re-
search findings on implemsntation year white flight.

A summary of these analyses is shown in Table 6. The
total loss from 1979 to 1982 for elementary schools and 1980 to
1982 for secnndary schools is 9,640 wvhite students. The total
loss due to desegregation from each separate grade level analysis
is 4,599, ox 48 percent of the total loss during that time period.
This also conforms to the findings of other research studies
which indicate that an extensive desegregation plan involving
mandatory white reassignments will approximately double the
normal white enrollment decline over a period of a few years.
Typically, except where there are available white suburbs, the
decline will return to normal or in some cases, less than normal,
by the fourth year after desegregation. so far, Baton Rouge
with a second year elementary school white enrollment loss larger
than its implementation year loss is not following the usual
pattern.

The loss due to desegregation can be broken down into the
components shown in Table 6. The loss is estimated to be approxi-
mately 27 percent anticipatory white gl1ight, about 60 percent im-
plementation year white flight, and about 16 percent post-implemen=
tation white flight with only one grade level having a post-
implementation year.

The school by school white loss rates (the percentage of
white students assigned to a school who do not enroll at that
school) and the estimated school reasignments by race (the per-
cent.yge of assigned students who were not enrolled the previous
year) are ghown in Table 7. These loss rates vary considerably
from school to schocl.

The data in Table 8 demonstrate that a major factor in
explaining vhite enrollment lo8S is the pre-desegregation per-
centage black of the school, In the 1mp1ementation year (1981
_for elementary schools and 1982 for secondary schools), the over-
‘all loss rate for students assigned to schools at or above 90
percent black is 58 percent. proken down by grade level, 61 per-
cent of the white elementary school students, 45 percent of the
white middle school students, and 67 percent of the white high
school students did not enroll at the formerly 90 percent Or
above black schools they were assigned toO. Moreover, research
on the Boston schools conducted by Rossell and Ross (1979) demon-
strates that such loss rates are likely to result, even after the
implementation year, any time vhite students are ~aassigned to
formerly black schools (varying according to the percentage black).




The implementation year loss rate for schools between 35
and 90 percent black is 13 percent overall. By grade level, it
is 7 percent in elementary, 24 percent in middle, and 14 perceant
{n high schools. The implementation year loss rate for schools
less than 35 percent black is ¢ percent overall. BY grade level,
it is 10 percent for elementary, 11 percent for middle, and a
gain of 3 percent in high schools (caused primarily by the
increase in white enrollment at Tara).

The post-implementation year logs rate patterns are almost
the opposite of those in the implementation year. schools formerly
at or above 90 percent black actually show a percentage gain in
white enrollment, although the numbers are so small in most
cases that this cannot’be construed as a positive indicator.
The formerly white schools, those below 35 percent black, have
the greatest loss rate. Thus, white students who were not assigned
to a black school are continuing to leave the school system,

Table 9 displays the partial correlations between various
school characteristics and the loss rate at formerly black schools
(defined here as those not designated as racially isolated and
into which white students were reassigned) and formerly white
schools (those not designated as racially isolated and into which
black students were reassigned). This analysis is conducted for
the year of implementation controlling for the pre-desegregatipn
percentage black and the post-implementation year (elementary !
schools only) controlling for the 1981 percentage black. gince
the variable being analyzed here is proportional white enrollment
change, a positive sign (the absence of a negative sign) indicates
the variable has a positive effect on vhite enrollment and a
negative sign that it has a negative effect on white enrollment
(e.g. causes white flight). Coefficients close to zero mean
there is no relationship.

These results suggest that poorer schools tend to have less
white flight in the post—implementation year probably because
poorer students cannot afford alternatives to the public school
system; that schools with higher achievement scores have greater
post-implementation year white flight, undoubtedly because it is
related to income; that busing distance at this level of analysis
has no relationship to white flight; that a pre-desegregation
black principal results in greater white flight from formerly
black schools in the {mplementation year; that the greater the
pre—desegregation percentage of teachers who are black in formerly
black schools. the less white flight in those schools post-imple-
mentation; and that magnet school programs in formerly black
m~hools are associated with less post-implementation white flight
~_ those schools. Moreover, the number of gifted and talented
classes, which is related to classroom gegregation in elementary
schools, has no significant relatiohship to white £light., Hence,
if the intent of this program {s to induce middle cl.ss, white

10)
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parents to keep their children in the
no evidence it is working.

A multiple regression analysis of the implementation year
white flight in formerly black and formerly
This analysis explains very
change.
the mean (X) for each varizble listed.
differences between
formerly white schools with the former
¢free lunch, being subatantially more likely to have
slightly smaller schcols than
The second column shows the unstandardized regression

in Table 10.
in proportional white enrollment
Table 10 displays
data indicate significant
schools and
students on
had a black
the latter.

principal, but having

public schools, there is

white schoocls is shown
little of the variation
The first column in
These
formerly black '
having more .

coef ficient (b) which indicates the change produced in proportional

white enrollment change by
variables listed.
regression coefficient (Beta).
strength of the relationship
white enrollment change

The single greatest factor in

change is still the pre-desegregation pe
in the free lunch program (i.e., poor).
the greater the white
the less white flight.

as the proportion
greater the proportion black,
greater the proportion poor,
words, it is the parents who can afford
leaving the school system. As other
gation have found, rejecters tend to
people whose continued attachment to
for sustaining the school's external
ment: those of upper middle to upper
to educational quality foyr

Le

a one unit ¢h
The third column shows the
This indicates the relative

between that variable and proportional
holding all other variables constant.

explaining

antudies of
precisely the type of
public education is essential
support and internal achieve-
class status who
their children.

ange in the independent

standardized

white enrollment
well
The
flight.
In other
alternatives who are
school desegre-

rcentage black, as

The

are committed

school gsize (measured by school capacity) is negatively,

alchough weakly, related to white enrollment change.
‘we schocl, the greater the white flight.
due to the fact that .a

and less threatening in a
and discipline is easier tO

well, and may be
will seem smaller
in a larger oOne,

in other studies as
minority population
gmaller school than

maintain in smaller environments. In formerly black

The larger
Tis has been found

schools, a

pre-desegregation black principal is also significantly related

to white flight.
racial identifiability.

Table 11 displays the results of the
of post-implementation year prOportional white enrollment
much more successful.

analysis

change. This analysis is

percent of the variation in p:Opottional
gschools and 98 percent of the variation in pro-
formerly white schcols.

in formerly black
portional white enrollment change in

1

This is apparently another visible symbol of

multiple regresion

1t explains 86
white enrollment change
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The percentage black is positively, but a black principal in
1981 is negatively, related to white enrollment change in formerly
black schools. Poorer formerly black schools have greater white
flight, as do larger schools. Elementary school magnets are a
significant attraction for whites. Busing distance is negatively,
although not significantly, related to white enrollment change.
The greater the busing distance, all other things being equal,
the greater the white flight. rl

¢

In formerly white schools, the predesegregation proportion
black as well as the 1981 proportion black are positively related
to white enrollment change. Put another way, the high status,
higher proportion white &chools are exneriencing the greatest
continual loss with desegregation. 1In these schools, having a
magnet program is also a significant attraction for whites.
Although there are only two cases, Northdale and South Boulevard,
the most successful magnets appear to be the extended day programs.

The hoqg:term Net Benefit of-the Current Plan

The long-term white flight and the net benefit of the
current school desegregation plan can be estimated by various
techniques. One technique which is not useful is the linear
trend analysis used .earlier because the extraordinary white loss
associated with the implementation of school desegregation is
always followed by a declining loss rate, Thus, the pre-and
post-desegregation trend in its entirety is not linear. A simple
technique for estimating the post-implementation loss rate is to
select a sample of school districts with similar characteristics,
particularly plan characteristics, calculate a least squares
equation to describe the enrollment trend for these districts,
and use the derived slope to estimate the lose rate for East
Baton Rouge, Four southern countywide school districts, Charlotte-
Mecklenburg, Nashville, Montgomery, and Shreveport (Caddo Parish),
were selected from the sample of 113 school districts in Rossell
{1978). - These districts had an average reduc ‘on in recial
imbalance (D) of 41 percentage points comparéu to East Baton
Rouge's 34 point reduction, a resulting level of racial imbalance
of 39 compared to East Baton Rouge®s racial imbalance of 32, and
a pre-desegregation percentage black of 34 percent compared to
42 percent in East Baton Rouge. The average implementation year
white errollment loss rate was 9.4 compared to East Baton Rouge's
loss in 1981 of 11.4 percent. 1/

1/ The white loss rates for Charlotte beginning in the
year of implementation are -.046, -.033, -.024, -.032, -,021;
for Nashville they are -,105, -.042, -.034, -.029, -.020; for
Montgomery they are -.076, ~-.010, -.024, -.031, ~046; and for
Shreveport, -.147, =.023, -.024, =075, -.002, The mean loss
rates for the four school districts are 094, -.,027, =-.027,

"'00‘2' -0022.
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A linear least sqguaras analysia of their post-implementa-
tion loss rate beginning with the ysar of implementation produces
the following equation: Y = -.08la + .0129X where Y is the

predicted loss rate at any point in time, a is the intercept,

{.e. the starting point for the particular cases ana2lyzed, and X
is the unit of time, in this case a year. Applying the slope of
.0129 to white enrollment {n East Baton Rouge every year from
1983 to 1987 as shown in the last column of Table 12 yields an
estimated 1987 white enrollment of 19,613 shcwn in column three.
A simple linear trend analysis of predesegtegation enrolluent in
East Baton Rouge can be used to project black enrollment since

it hLas not been affected by desegregation. This yields a 1987
black enrollment of 26,491. Under the current plan the school
system at that time will be 42.5 percent white, a decline of
almost ten percentage points from the 1982 percentage white,

The level of interracial exposure in a racially balanced school
system will decline by roughly one half a percentage point for
every one point decline in the percentage white. This yields a
net benefit of 37 percent white in the average black child's
school, a figure which is egtill much higher than the pre-desegre-
gation index Nf 28 in 1980. Thug, comparing the current plan

to the status quo as it existed in 1980 indicates that, despite
substantial white flight, the current plan produces a greater net
benefit.

An Plternative Desegregation Plan

The alternative to the current desegregation plan is an
rncent ives Desegregation plan which relies predominantly on
majority to minority transfers and magnet schools. It assumes
that the schools closed under the current plan will remain cleosed
and that two additional schools, Broadmcor Middle and Scotlandville

Middle 5chools, will be closed.

Implementation of this alternative plan will require a three-
year phasing period, during which time components of the Incentives
Plan will be put in place and there vill follow an orderly phase

out of the Court-ordered psan.

puring this jnterim phasing period, court assignments for
the students in the thirteen elementary schools closed in 1981
will remain in effect.2/ Broadmoor Middle and scotlandville

—

2/ pursuant to the May, 1981 court order Port Hudson
students are assigned to zachary; Alsen studerts to Bakerfield;
North Scotlandville to Barding, Ryan, and Cv stworth; 2ion
City to Sharon Hills and Merrydale; Hollywood to Banks, pelmont,
and Claiborne; Capitol to Greenville; South Greenville toO
Broadmoor and Bernard Terrace; sherwood Forest to Audubon;
wyandotte to pelmont and Dalton; perkins to Dufrocq; rairfield

(continued next page)
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Middle Schools are to be closed in rall 1985 when the current
mandatory middle school desegregation plan is scheduled to be
dismantled, Students currently enrolled ir Broadmoor Middle and
gcotlandville Middle schools will be assigned to the middle
schools indicated in Appendix B as & function of the elementary
achool attendance zone in which they reside.

The pre-desegregation 1980 M to M program attracted 387
black students at the middle school level &nd 235 black students
at the high school level. This represents only one percent of
the student population. Many schonl systems actively trying to
desegregate have around five percent of their student population
enrolled in such programs, if they also have magnet schools.

An assumption made here is tha” the M to M programs could, as a
result of school closings and more systematic recruiting, recruit
1,700 elementary school students, 200 middle school students,

and 200 high school students, representirg almost seven percent
of the student population. While this is a greater than usual
number of elementary school students in an M to M program, it is
an attainable goal if the East Baton ROuge parish School Roard
actively recruits these ntudents as the Incentives Plan is put

in place and the Court's plan is dismantled. This should take
the form of an organized direct mail and telephone campaign
advising parents of the schools their child is eligible to attend,
the program offz2rings, and transportation.

This plan also relies heavily on magnet schools. The re-
gearch on the effectiveness of magnet schools as & voluntary
desegreg: tion tool suggests several policy options which should
be considered., First, magnet schools located in black neighbor-
hoods have difficulty attracting wvhites and those located in
white neighborhoods have difficulty attracting blacks, The
magnet school literature, as well as the white flight analysis
conducted in this study, suggest that this problem can be slightly
alleviated by appointing black principals to magnet schools in
white neighborhoods and white principals to magnet schools in
black neighborhoods, and by ensuring that the racial composition
of the school's faculty reflects the racial composition of the
school system teaching staff. This reduces the racial identifi-
ability of the school and stimulates the enrollment of the

(continued from previous page) to Park; sout hdowns to Walnut

Hills; Reddy to Polk and Buchanan. While the court order is in

ef fect, students assigned to these schools will remain in the
desegregated school they are assigned to as part of the pairing

and clustering of the above schools. 5Student assignment to
Crestworth it temporary until that school becomes a magnet, at
which time students are assigned to Ryan, Beechwood, and Progress,
in accordance with thc elementary school attendance zones described
in Appendix A.
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*non-resident” race. Second, because parents prefer all their
children to attend the same school for reasons of convenience

and security, the attractiveness of a magnet school can be increased
by stipulating that 1f one child in a family snrolls in a magnet
school, all the children in that family enjoy an enrollment
priority as explained below. Third, newexr or completely renovated
magnet schools are more attractive to parents. Fourth, although
program uniqueness is apparently not necessary to attract students
(the designation *magnet" seems to have a greater attraction

than any particular program), this quality helps to reduce resent-
ment among non-magnet principals and school staff so that they

are willing to inform students of magnet opportunities. Finally,
because whites who volunteer for magnet schools in black neighbor-
hoods tend to be more "liberal® and of higher social class than
those who do not, elementary magnet school programs in these
schools should be of the type that appeals to this group =-- that
ig, less structured and more innovative {Montessori, team learning,
etc.). At the high school level, examination schools have consis-
tently proven attractive to such parents, although they product
somé_between-school segregation by class. By the same token,
magnet schools in white neighborhoods should be of the kind that
appeal to workiry class black parents (fundamental, back to
basics, etc.).

With the dismantling of the Court's plan, minor adjustments
will be made in the attendance zones of several schools to promote
desegregation between contiguous areas. The current Court-ordered
reassignmente for Northeast Elementary and Northeast High will
remain in effect indefinitely. gince both schools are in an
isolated corner of the parish, transferring to and from other
schools in the district is rather difficult from the perspect.ive
of the student and of the school administration. Moreover, both
schools had less thean normal white enrollment change this year
-- 7 percent at Northeast High and 2 percent at Northeast
Elementary. HencCe, desegregation will be accomplished at
these schoolr by the grade reorganization and attendance zone
assignments currently in effect.

The magnet school programs outlined below assume that
educational programs that raise low achieving children's
achievement and promote positive race relations will produce
dtable desegrggation plans that not only retain their current
enrollment, but attract those that have already left the school
system., The greatest failure of school administrators faced
with desegregating a school system is their inattention to
promoting positive race relations by implementing gpucational
programs that deal with the academic problems of low achieving
children (Rrossell, 1981). Most school administrators are not
aware of this social psychological research (see Rossell,
cchofield, Crain, et al., 1981 for a review), having been trained
{n how to design curriculum not classroom social structure. MOoY e

15
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over, they often have the mistaken assumption that desegregated
school systems can retain high schieving students solely by
developing curriculum for them. yet virtually all of the reaearch
indicates that the achievement of their child's :lassmates is

of equal, if not greater, importance to parents in influencing
their selection of schools, Hence, {f school administrators

wish to attract high achieving students, they must solve the
educational problems of low achieviing students, and the social
problems produced by group disparities in achievement.

Special pro;rams currently in effect should be evaluated
accordingly. The spwcial-focus fundamental programs should
probably continuve in schools in white reighborhoods as an attracting
device for black students participating in the M to M program.
The effect of the continuous progress programs, however, should
be carefully evaluated by a special monitor trained in
social science research methods., Virtually all of the research
on 'go-at—yourwown-pace' programs indicates that they tend to
depress low achieving children's learning, contrary to popular
belief. The reason this occurs {s that the low expectations low
achieving students have for themselves and the low expectations
their teachers have for them, combine to produce instruction
that allows them to go slower and slower. At the end of any
particular time period, low achieving students in such programs
tend to be further behind than students of similar ability
initially who were no}sin thege precgrams,

what has been shown to be extremely effective is not "go-
at-your-own-pace” learning, but "team jearning” which is structured
so that children learn and compete as part of a heterogenous
classroom team. The child's score on any particular exam is a
function of how well he or she has done in ccaparison to previous
per formance; there thus i~ none of the tnvidious comparison
that goes on in the usual individualized classroom. Nevertheless,
children are stimulated to achieve at cont inuously faster rates by
the encouragement of their teammates who benefit from each other's
achievement because {ndividual scores contribute to the team
score. This produces significant achievement gains for low
achieving students whether in segregated (see glavin and Karwelit,
1982) or desegregated schools (slavin, 1978a, 1978b, 1980), as
well as promoting interracial friendships (slavin, 1979). NO
other educational reform has produced gains as great in either
domain, perhaps because no other reform is as well grounded in
established psychological principles. (This program is disseminated
by the U.S. pDepartment of Education and has been implemented in
almost 400 school districts and 1,800 schools in the U.S5. ©&ee
Appendix E for a sample teacher's manual and a newsletter describing
its implementation in other school districts.)

The program descriptions which follow utilize this reservch,
as well as programs, or parts of programs, described {n the school

16




- 15 -

board's December 6, 1980 report, A Preliminary Proposal for the
Further Desegregation of the East Baton Rouge Parish Schools, and
modifications suggested by tha East Baton Rouge Parish school Board
staff. .

Schools which remain predominantly one-race under the Incentiven
pPlan should, to the extent necessary, continue to have their
educational programs upgraded commensurate with what is being
done in the desegregated schools. Moreover, the educational
principles outlined above gtould also be seriocusly considered for
the remaining one-race schools. For example, continuous progress
programs are probably a mistake for the reasons suggested above.
Team learning, however, has been shcwn to work as well in one-
race schools as in desegregated schools in raising the achievement
of low achieving children. This is because there appears to be a
marked similarity in the way in which the social forces operate
to promote achievement in these two different situations. Thus,
it is recommended that there be a diffusion of this innovation
throughout the Parish school system.

.

Magnet School Descriptions

parameters: Any student currently attending a school outside
of his/her pre-desegregation attendance area is reassigned to
that attendance area, or a contiguous attendarce area as indicated
in Appendices A, B or C to this plan, when the present student
assignment plan is modifi«d for their grade level, Since the
research is unanimous in finding that the positive effects of
desegregation on children are greater the earlier it is begun,
kindergarten children will be included in the desegregation
activity, 1Indeed, in one s:hool, desegregation activity is
proposed to begin at age 3.

The following eight elementary schools are proposed as magnet
schools: four schools in white neighborhoods, (edarcrest-Southmoor,
(£23 on map), La Belle Aire (E52), La Salle (E54), Tanglewood (E103);
and four schools in black neighborhoods, South Boulevard (E100),
Northdale (E64), Crestworth {E29), and Park (E67). (see Appendix D
for map and kz2y.)

Three middle schools are proposed as magnet schools. They
are the two currently in existence, Istrouma (M49) and Mckinley
(M59) located in black neighborhoods, plus one additio: al one at
gherwood (M98) located in a white neighborhood., Four high school
magnets are proposed. They are the two currently in ex'ste~ce,
Baton Rouge (HB8) in an integrated central neighborhood, und
Scotlandville (H93) in a northern black neighoorhood; and tso
additional on2s, Capital (H20) in a black neightorhorA, and
Broadmoor (H15) in a white neighoorhood.

I/
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In order to increase the attractiveness of these schools
to the nor-resident race, magnet schools at all grade levels
should, as vacanc.es become available, be assigned white principals
{f they are in black neighborhoods and black principals if they
are in white neighborhoods. In addition, the racial composition
of the teachers in a magnet school system should reflect the
racial composition of the school district teaching staff.

Attendance zones for all magnet schools will be the entire
Parish echool system, although those currently enrolled in a school
designated for a magnet program will have first priority to remain
there, subject to the prescribed limits of the projected racial
occupancy as described below in the section on implementation.
Research indicates that almost all white students prefer to stay
in the school they are currently attending when it is converted
into a magnet regardless of the academic specialty. The experience
of LOs Angeles also suggests that most whites who enroll in
magnet schools under tha stimulus of a mandatory desegregation
backup will remain there when the mandatory plan is dismantled.
Implementation of the Incentives Plan requires some overlap in
the phasing~in of the magnet schuols and the phasing-out of the
Court-ordered plan, As a consequence, it is contemplated
that greater participation in the magnet program will occur than
would be the case if the transition were abruptly accomplished.

None of the magnets are add-on programs, such programs
have two serious disadvantages. First, because the schcol remains
basically racially jdentifiable, it is even more difficult to
recruit the non-resident race to a school than usual, secondly,
because there is a segregated enclave, intergroup hostility is

always a problem.

Because the purpose of magnet schools is not only to provide
quality education but to desegregate the school syste™m, a priority
selection system should be established based on the degree to which
transfers desegregate Or resegregate the gending schools. First
priority should be given to those currently enrolled when the
magnets are created. Second priority should bte given to those .
students ir the most segregated schools in the system. Last
priority should be given to studer "¢ in schools deregregated by
residential patterns and this should be carefully controlled to
prevent resegregation.

I
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LA SALLE PUNDAMENTAL MAGNET
Location: La Salie Elementary School
Grade Level: K-5

Staff: Teaching staff reflecting the racial ccmposition of the
East Baton Fouge Parish school system teaching staff; preferably
a black principal.

participants: Citywide attendance zone with first pricrity given
to those currently enrolled, as described in more detail in the
gsection on implementation below, up to a projected racial occupancy
of 45 percent black and 55 percent vhite.

Program Description: The fundamental school offers an alternative
program which emphasizes discipine in teaching, learning, and
behavior. It stresses a strong basic instructional program in
reading, writing, speiling, and mathematics. Instruction in history
and government, as well as respect for self and others, courtesy,
and patriotism are emphasized. Clearly defined standards of conduct
and dress are established to which parents are requested to agree.

There will be no ability groupiny based on levels of achieve-
ment since research indicates that, despite its popularity with
teachers and administrators, it {s of no benefit to students.
Rather classrocms will be organized into heterogeneous competitive
teams of five or six students, as described above. (See Appendix
D.) Student scores in 'teams-games-tournamentl' are based on
improvement over their previous performancej thus every student
has the potential to be a winner. Moreover, because each student's
score contributes to his or her team's score, studente have an
incentive to encourage the improvement of their teammates. The
clagsroom is thus based on the same principles of cooperation
and competition as athletic performance.

students will receive letter grades that reflect their per-
formance in "games and tournaments,” and other work. All students
will have assigned homework and a parent contract agreeing that it
will be supervised and completed.

Costs: In-service training of 27 teachers for 2 days at an average
cost of $40/day: $2,160.

ERIC It
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CRESTWORTH COMPUTER/MATH/SCIENCE MAGNET
Location: Crestworth Elementary School

Grade Level: K-5

staff: Teaching staff reflecting the racial composition of the
school system teaching staff; preferably a white principal.

participants: Citywide attendance gone. Jpen admission of those
students interested in computers/math/ucience with first choice
given to those currently enrolled, as described in the implementation
section below, up to a projected racial occupancy of 45 percent
black and 55 percent white,

Program pescription: The program will provide in-depth computer,
math and science studies with laboratory centered instruction.
Computers can establish a new way of learning for elementary

school students, as well as being an object of study. The primary
means of such learning {s a computer program called LOGO (see
papert, 1980). Unlike most computer based instruction in wh'ch

the computer "drills® the child, LOGO enables the child as early

as three years old to teach him or herself math and reading skills.
Developed at MIT's Artificial Intelligence Laboratory by Seymour
papert, a student of Piaget's, the computer language and its in-
structional program have been implemented in numerous school systems
around the country. According to Papert it has its most spectacular
guccesses among low and average achieving students, It is thus
another means of "integrating” high and low achieving, black and
white, upper and lower socioeconomic students by raising the achieve-
ment of all, but particularly of those usually hurt by the school
system, -

The curriculum may also {include additional computer languages
such as BASIC and PASCAL {n the later grades, and science programs
such as Elementary science Center, Biological Science Curriculum,
and Science Curriculum Improvement Study. Instruction will be
supplemented with science and mathematics fieldtrips, consultants,
and special projects.

An extended day program will be offered in conjunction with
the above for the children of working parents of full-time students.
1t is expected that only a small portion of the students in this
magnet will be eligible for the extended day schedule,

Cost: 50 Commodore 64 computers at $900 each, $45,000 (assuming A
20 percent educational discount; retail is $595 for the computer,
$3%9 for the disk drive, and $150 for the monitor). 20 copies of
the LOGO program at $140 each with discount) $2,800; (Apple 2 plus's
already owned by the school system can be adapted to use LOGO with

a language card costing around $156 for each computer.); $5,000

for miscellaneous software. providing substitute teachers while
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training 15 teachers in LOGO for five days, $3,000; providing
extended day instruction for an estimated 50 students at $1l/hour
= $660/week additional operating expense. Total = $55,800 in
start-up costs and $660 a week in additional operating expenses,

LA BELLE AIRE INTERCULTURAL LANGUAGE MAGNET
Location: La Belle Aire Elementary School
Grade lLevel: K-5

Sstaff: Teaching staff reflecting the racial composition of the
school system teaching staff; preferably a black principal,
participants: Citywide attendance zone. Open admission with
those currently attending La Belle Aire, as described in the

. implementation section below, up to a projected racial occupancy
of 45% black and 55% white.

Program Description: The program will develop language proficiency
in spanish and French, as well as English, for the student who
completes five years of instruction. World cultures and interha-
tional relations will also be studied, in addition to more basic
skills. Instruction will be all or partly in the foreign language
selected depending on the grade level of the student.

The program is quite well ruited to the team learning in-
structional approach, In this case between-student communication
will not only facilitate interracial friendships, but language
acquisition.

Costs: Some of the language faculty can oe shifted frcm secondary
schools with excess capacity, but most will have to be hired. An
estimated 15 teachers fluent in French or spanish will cost an
estimated additional $270,000. Training teachers in the team
learning method will cost about §2,300 for substitutes for 29

teachers for 2 days training. Total = $272,300.

CEDARCREST- SOUTHMOOR MUSIC AND ART LEARNING CENTER /

Location: Cedarcrest-Southmoor Elementary school

Grade Level: K~5

Gtaff: Teaching statf reflecting the racial composition of the
school system teaching staff; preferably a black principal.

participants: Citywide attendance xone. Open admission to those

Q )
Ko




- g— P, W TeTSNY

-

- 20 -

{nterested in music and/or the arts with first choice going to
those currently enrolled, as described in the implementation
section below, up to a projected racial occupancy of 45% black
and 55% white.

program Description: The music and arts learning center is an
alternative elementary school offering a strong academic program

in language, arts, science, and math, with special emphasis on

the visual arts; theater arts, and vocal and instrumental music.

The program will draw from the artistic resources of the community
including cultural and educational organizations, artists, scholars,
historical societies, and the mass media., Students' abilities and
interests in the arts will be developed through individual and

small group instruction, students will regularly attend appropriate
concerts, theaters, and shows, and the school will have an extended
day schedule to allow for concentration in an area of interest.

cost: Extended day schedule for 10 teachers, $2,750/week additional
operating expense.

NORTHDALE EXTENDED DAY CENTER

Location: Northdale Elementary school (continuation of current
program)

Grade Level: K-5

gtaff: Faculty reflecting the racial composition of the school
system teaching staff; preferably a white principal.

Participants: Citywide attendance zmone; admission cnly to children
of working parents and full-time students.

program Description: Curriculum described in The Extended Day
Centers Handbook, 1982-83; additional implementatlon of team

Tearning method.

Cost: The only additional cost is of providing substitute teachers
while training 12 teachers in taam learning for 2 days, $960.
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SOUTH BOULEVARD EXTENDED DAY CENTER

Location: South Boulevard Elementary School (continuation of
current program)

Grade Level: k-5

staff: Teaching staff reflecting the racial composition of the
school system teaching staff; preferably a vhite principal.

participants: Citywide attendance zone; admission only to children
of working parents and full-time students,

Program pescriptions Curriculum described in The Extended Day
Ceniér Handbook, 1982-83; additional implementation of team learning
method.

cost: Additional cost of providing substitute teachers while train-
ing 15 teachers in team learning, 2 days = §1,200,

PARK HATH/SCIENCB/COMPUTER/MONTESSORI PRE-SCROOL/CENTER
Location: Park Elementary school

Gr.ade Level: Montessori pre-school (ages 3 Lo 5 only); rest of
magnet curriculum 1lst through 5th grade.

staff: Faculty reflecting the racial composition of the school
system teaching staff; preferably a white principal. ™~

participants: Citywide attendance zone. Open admission of students
jnterested in math/science/computers and Montessori program with
first preference to enrolled students, as described in implementation
sectig? below, up to a projected racial occupancy of 45% black and
554 white.

program Description: See Crestworth program description for math/
science/computer education and team learning description; additional
implementation of Montessori program as described on p. 74 of the
school board's December 6, 1980 A Preliminary proposa) for the
Purther Desegregation of the East Baton Rouge parish schools.

Cost: 70 Commodore 64 computers at $900 each with discount, $63,000;
20 copies of the LOGO program at $140 each with discount, $2,800;
$5,000 for miscellaneous software; providing substitute teachers
wvhile training 15 teachers in LOGO for five days, $3,000; providing
substitutes while training 42 teachers for 2 days in team learning,
$3,360; providing substitutes while retraining ten kindergarten
teachers to be Montessori preschool teachers for five days, $2,000.

Total = $79,160,
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TANGLEWOOD UNIVERSITY LABORATORY CENTER
Location: Tanglewood Elementary School
 Grade Level: K-5

staff: Faculty reflecting the racial composition of the school
system teaching staff; prefetably a black principal.

participants: Citywide attendance gone. Open admission with
first preference to enrcllec students, as described in the
implementation section below, up to a projected racial occupancy
of 45% black and 55% white.

program Description: See p. 34 of the schouol board's December 6,
1980, proposal. The program includes low teacher-pupil ratio,
master teachers, university personnel and resources, student
teachers, and local staff; additional implementation of team
learning in some classrooms,

Cost: Providing substitutes while training 10 teachers in team
learning for 2 days, $800; other needs can be met by shifting
extra persdnnel to this school.

MCKINLEY MIDDLE MAGNET
Location: McKinley Middle School (continuation of current program)

Grade Level: 6-8

staff: Paculty reflecting the racial composition of the school
system teaching staff; preferably a white principal.

participants: Citywide attendance zone; those irterested in en
academic program who meet the requirements, up to a projected
racial occupancy of 45 percent black and 55 percent white.

pProgram Description: See school board publications; addition of
a team learning component in math, English, science, and U.S.
history.

Cost: Additional cost associated with providing substitutes while
training 20 teachers in team learning for 2 days, $1,600.

24
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ISTROUMA MIDDLE MAGNET

Location: Istrouma Middle School (continuation of current magnet
nrogram).,

Grade lLevel: 68

staff: Faculty reflecting the racial composition of the school
system teaching staff; preferably a black principal.

participants: Citywide attendance zone, students interested in
2n academic program who meet the requirements, up to a projected
racial occupancy of 45 percent black and 55 percent white.

Program Description: ' See school board publications; additional
team learning component in math, science, English, and U.S. history.
Cost: Providing substitutes for 20 teachers while training them

in team learning for 2 days, $1,600.

\

SHERWOOD COMPUTER/MATH/SCIENCE MAGNET
Location: Sherwood Middle Echool

Grade Level: 6-8

staff: Black principal; faculty reflecting the racial composition
of the school system teaching staff.

participants: Citywide attendance zone. Open admission of students
interested in ccmputers, math and sciences with first choice given
to those currently enrolled as described in the imp ementation
section below, up to a projected racial occupancy orf 45% black

and 55% white.

program Description: The program will provide in-depth computer,
math, and science studies with laboratory centered instruction.
The curriculum will be an extension of that taught at Park and
Crestworth including, but not limited to, LOGO, Basic and Pascal,
Math and science instruction will be laboratory-centered and
enriched through discussion tactics, field trips, and multi-level,
mult i-media materials. Resource persons will be made available,
and mathematics and science fairs will be entered.

Cost: 90 Commodore G4 computers at $900 each, $81,000; 30 copies
of LOGO at $140 each, $4,200; 30 copies of Pascal at $140 each,
$4,200; additional miscellaneous software, $5,000; providing
substitute teachers while training 20 teachers in team learning
methods for 2 days, $1,600., Total:s $96,000,

DO
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BATON ROUGE HIGH MAGNET

Location;' Baton Rouge High Bchool {continnation of current program)
Gradé Level: 9-12 “

gtaff: Paculty rsflecting the racial composition
of the school system teaching atzff; prefersbly a black principal.

participants: Citywide attendance zone; students interested in an
academic program who meet the requirements up to a projected racial
occupancy of 45% black and 55% white.

Program Description: See pp. 7-9 of the school board's December 6,
1980 proposal, and other school board publications for a description
of the academic/performing arts program.

Cost: Nc additional cost anticipated.

CAPITOL HIGH TECHNICAL CAREER MAGNET
Location: Capitol High School
Grade Level: 9-12

staff: Faculty reflecting the racial composition of the school
system teaching staff; preferably a white principal.

participants: Citywide attendance gone; students interested in a
technical education who have the prerequisites, with first priority
going to those currently enrolled up to 2 projected racial occupan-
cy of 45% black and 55% white, as described in the implementation
section below,. ~

program Description: GSee Re ort to the Federal District Court on

the Feasibility of a petrochemical Magnet, Oct. 29, 1982, prepared
by Donald Helms, Assoclate Supevintendent, East Baton Rouge Parish
school System., The only suggested amendment is that the program
be limited to technical vocations, that an engineering compongnt
be added, and that the construction trade industry not be included
in the vocational training of fered,

Cost: The above report estimates it will cost §150,000 to open
each of three components, plant operations, instrumentation/
electrnnics and mechanical technology, and $287,025 yearly to
operate them. Pierre an¢ Associates (On Establishing A High

school for the Engineerin Professions Within the East Baton
Rouge Parish §chool system, October 1, j982) estimate the engineer-

ing component would cost an additional §85,000. It {8 not Clear
what the net cost above current op-rating expenses at capitol
will be, nor is it certain how much industry will contribute.

26
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BROA™MOOR SENIJR MAGNET SCHOOL
tocation: Broadmoor EBigh échool
Grads Lavel: 9-12

staff: Paculty reflecting the racial composition of the school
district teaching staff; preferably a black principal.

participants: Citywide attendance gone. Open admission of those
students interested in the program who meet the requiremcnts with
first priority going to those currently enrolled as described in

the implementation section below, up to » projected racial occupancy
cf 45% black and 55¢ white, . :

program Description: of f-Campus LSU Laboratory Center, Business/
office Center, and Medical/Health Center. See pp. 33-88 of A
preliminary Proposal for the Further Desegregation of the East

Baton Rouge Parish schools.'

Cost: The Laboratory Center's needs can probably be met by shifting
personnel and obtaining donated time and resourcas,  Some eyuipment
and training can be expected to come from the industries benefiting
from the training of these students. It {s estimated that eguipment
for the Business/Office Centur would cost around $100,000 if none

is donated., Equipment for the Medical Health Center should be

less, probably around $25,000, because cooperative programs with
local agencies, hospitals, research laboratories, and universities .
~an provide much of the exposure to the necessary equipment..

Total: $125,000 in start-up costs. ' '

SCOTLANDVILLE ACADEMY
Location: Scotlandville High school P

Grade Level: 9-12

staff: Faculty reflecting the racial composition of the school
system teaching staff; preferably a white principal.

participants: Citywide attendance zone, adnission only on the basis
of a competitive examination given twice a year, up to a projected
recial occupasncy of 45 percent black and 55 percent white.

program Description: This examination school should offer a
*classical® education with four years of a foreign laguage, four
years of mathematics, tour years of science, and four years of
English composition and literature recuired of all students.

cost: No additional cost except admininstering and evaluating
entrance examination, $5,000.

i




Total Entollment and Cost of Magnets

All magnet schools are projected to be enrolled to eighty
percent of capacity by rFall 1987. Based on that projection,
the total enrollment for all 15 magnets is 11,383, This represents
1,555 black and 1,901 white elementary school students; 1,360
black and 1,664 white middle school students; and 2,206 black
and 2,697 white high school students. This is not an unrealistic
projection given the attractiveness of the magnet schools in East
Baton Rouge during the last two years and th» experience of
other school districts in similar situations. It is assumed
that the magnet schools will be able to sustain this enrollment
when the present student assignment plan is modified.

The total startup costs for 14 magnets, of which 6 are con-
tinuations with little additional cost, {s an estimated $637,380,
plus Capitol Technical Career Magnet with a cost of $535,000 for
a total of $1,172,380. This does not include renovations
vhich may be necessary, probably costinj an additional $500,000 at
schools ofher than Capitol. The total operating expenses for 14 |
magnets is an estimated $109,120 plus another $287,025 for Capitol.
The yearly operational cost of the publicity campaign detailed
below might be an additional $100,000 if a publicity office is
staffed as much as possible by school system personnel shifted
from other areas and if some media publicity is donated, Some of
these expenses may be Qifrayed by organizing university and
business *pairings® wit desegregated schools. The=e~ nstitutions
wvould then donate time and resources to the school(s) with which
they ‘ere linked,

Estimating the Net Benefit of Each Plan

The relative merit of the plan proposed here rests on two
assumptions., The first is that if the current mandatory plan is
dismantled, some of the whites who left the school system can be
attracted back. This is not an unrealistic assumption since it
consistently occurs in school systems that have dismantled their
mandatory plans entirely (e.g., Los Angeles), and in tfiose that
only bus whites in some grades (e.g. Louisville, and many Florida
school systems). It is assuned here that approximately half of
the whites who left ~he school system can be attracted back since
there is some evide e that most of that f1ight was to private or
other schools, rathe: <han recidential relocation to school systems
outside the Parish. A second assumption is that a plan which relies
primarily on voluntary transfers will produce less white flight.
The literature is unanimous in supporting such an assumption; the
only debate being over how much interracial contact is produced.

Table 13 lists in columns 1 and 2 the estimated 1983 resident
enrollment by race with the current plan and the new magnets,
artificially assuming for the sake of simplicity that all

roke!
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proposed magnet schools are {mplemented in that year and obtain
thejr projected enrollments., Column 3 ghows the resulting
proportion vhite in each school with the current plan and the
 additional magnet school transfers. Column 4 indicates the
capacity of each school. Columns 5 and 6 show the estimated 1967
pre-transfer enrollment for each school adjusted for the black
and white enrollment change from 1982 to 1987 shown in Table 14.
This estimate assumes that the white enrollment return occurs in
1986 and 1987, Columns 7 and 8 indicate the estimated transfers
for Outcome 1, which has no M to M transfers at the elementary
school level.'’ columns 9, 10, and 11 show the resulting enrollment
and proportion white. This can be thought of as the conservative
. estimate of the impact of a voluntary plan. outcome 1 produces

a level of {nterracial contact (Sbw) of 32 percent white in the
average black ¢hild's school in 1987.

While no individual school's composition can be guaranteed,
the overall level of interracial contact projected here is readily
achievable with an adequate effort on the part of the school board.
with a real commitment on the school board's part, the level of
interracial contact should rise substantially higher. while
Outcome 1 exceeds substantially the pre-desegregation level of
racial imbalance (p), it is not competitive with the Court's
plan, at least over the short term. 1t it produces substantially
less white flight, it may be quite competetive, however, over the
long term.

Columns 12 through 16 show black and white magnet school
transfers and M to M transfer. for all grade levels for Outcome
2. This is a more optimistic estimate which assumes that about
half of the black students from closed elemeniary schools can be
recruited to the M to M program Or magnet schools. As part of
this analysis they are randomly "yolunteered” for predominantly
white schools., FPor the sake of simplifying the analyais, it is
assumed artificially that magnet schools and the M to M program
will achieve their goals in one year in all outcomss. AS pointed
out above, however, it is guite likely that it will take some
schools two or three years to meet their projected goals.

white enrollment has been adjusted each year by white flight
from lesegregation and the normal school loss rate. Hence, all
outcomes reflect additional white £1ight in 1983 from the reassign-
ments associated with the implementation of the magnets--an
estimated white loss rate of 11.5 percent. Although black re-
assignments into white schools roduce far less white flight

than white reassignments {nto black schoois, they dc produce some
£l1ight ns the analysis in Table 8 demonstrates. outcome 2 in
1987 produces & level of {nterracial exposure of 36, which is
substantially higher than prodologrogation and almost as high as
the court's plan that year.

24
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Table 14 shows the resulting enrollment in each year from
1983 to 1987 and the proportion vhite in the average black
child's school with the court's plan and with Outcomes 1 and
2 of the U.8. plan. We can ses that although in 1987 the
proportion white in the school system is higher with both
outcomes of the proposed voluntary plan, the proportion white
in the average black chili's school is lowsar than the court's
plan with Outcome 1 and almost the same with Outcome 2. How-
ever, Outcome 1 leaves 40 schools and Outcome 2 leaves 22
schools at or above B0\ one-race, compared to 17 under the
court's plan.

Nevertheless, if we assume a lower white enrollment decline
under the proposed plan, as the research would suggest, the
proportion white in the average black child's school with
Outcome 2 of the proposed plan will surpass the court's in only
a few years. If the current trend continues, which is unknown,
Outcome 1 may produce about the sanme level of interracial
exposure as the court's plan in 1991 as a regsult of a smaller
white enrollment decline.

A complete cost-effectiveness analysis must, of course,
alsoc include other costs and penefits of each plan. The costs
of the court's plan might {include both black and white hostility
to reassignment, the inabiity of parents to get quickly and
easily from home to school for parent-teacher conferences and
other school functions, and a diminished support for public
education as a result of the loss of the children whose parents
are most critical to the success of the public schools -~ upper
middle class, "quality consumers.” Although these costs are
not quantifiable, they are very real rnevertheless. This plan
has certain costs attached to it also, but they are small by
comparison -- the temporary disruption of education in 1983 and
1987, and the additional start-up and operating costs mentioned
above. This plan is a viable alternative to the current court
plan, for it achieves a relatively high instrumental net benefit,
with much less flight from the system and much less of the
unmeasurable costs suggested above.
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IMPLEMENTATION

This Incentives Desegregation Plan {s not designed to be,
nor can it be, completely implemented with immediate success.
Only with a carefully phased {mplementation, and with the complete
support of the East Baton Rouge Parish School Board and community,
can this plan accomplish ite objectives. In this regard, the
United States submits that the following operational procedures
for magnet schools, together with the schedule for i{mplementin thie
plan, are responsible and feasible, and cen result in an orderly
transition to a stably desegregated school system in East Baton
Rouge Parish. Upon full {mplementation of the Incentives Plan,
all students will attend the school in their residential zone
unless a student choojes another enrollment option. Since the
system is presently operating under the order of a federal court,
the Incentives Plan and the phased {mplementation must be submitted
to the Court for ite approval.

1. Magnet School Operation

The magnet school programs to be established under this plan,
{f planned and implemented carefully and effectively, can result
fn stable school desegregation in East Baton Rouge Parish, as
well as increase substantially the quality of the education
provided to students in the system. Adhering to the following
guidelines for magnet school operation will best enable the School
Board to achieve these results.

A. Magnet School Zones

Upon establishing an appro riate magnet school program
at any school, attendance at that sc ool shall be on a Parish-
wide basis (subjecC to the enrollment priorities outlined below)
and that school will no longer have a neighborhood attendance
gone. Students residing in the former attendance zone of vhat
has become a magnet school will be reassigned to a nev school
gone contiguous to their former zone. These "expanded” school zones
are set forth in ApEendicen A and D below, and {1lustrated in Map
set A, provided wit this plan. Notwithstanding anything in

this plan concerning assignment of students, it is understood
that any student may participate in the majority to minority (M
to M) transfer progran already in effect {n the system when that
student has met the requirements for such tranfer. M to M
transfers can be used by any student for any school other than

a magnet school.

B. Student Admission Priorities for Magnet Schools

All magnet schools will be maintained as desegregated
schools by admitting students in a ratio of 55% white and 45%
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black, :% 5 gercentage points, and at gcotlandville + 10 percentage
points ._7 n sdmitting students, the following enrollment
priorities shall be in effect, in the following order, for attendance
at magnet schools established under this plan:

For the first year of operation of a magnet school, enroll-
ment priority shall be given to those students who were enrolled
{n that school at the end of the previous school year, rovided
that such priority does not impede the achievement of the projected
student ratios for that school. This enrollment priority shall
be in effect for only the f{rst year of the magnet's operation.
After the enrollment priority 18 applied, admisesions will be governed
by the same priorities, 1isted below, which govern admissions
beginning 4n the second year.

Beginning with the second year of operation of & magnet
school, admission shall be determined by these enrollment prior-
{ties, followed by random selection:

1. Any student properly admitted to a magnet school
established under this plan shall have priority for enrolling at
that school each subsequent year until that student graduates from
or completes the courses at that school, regardless of changes
{in racial enrollment proportions therein.

2. Any student not readmitted to Park, Crestworth, Broadmoor
High or Capitol High in the first year that each school is operated
as a magnet.

3. Students attending schools which are one-raceﬁ/ will
have enrollment priority at the magnet school of their choice,
subject to any academic admission requirements established by the
Board for the magnet school.

4. Where one child in a family 1is properl admitted to &
magnet school and still attends that school, al other children
{n that family will have enrollment priority for that magnet
school so long as they qualify for admiesion under any academic
admission standards established by the School Board.

5. Other spaces in magnet schools will be assigned from a
random draw’ng cf remaining applicants. Extreme care should be
taken i{n assigning to pmagnets students from mchools desegregated
by residential patterns, and such assignment should be care-
fully controlled to prevent resegregation of the sending school.
Also selected by the same random drawing will be the waiting
1ists for each achool. The random selection for admission and
waiting liats will continue until the entire applicant pool is

3/ The School Board's present method of admitting students
to magnet schools in groups proportloned to reflect the racial
occupancy criterion {s an sadequate method of edninistering student

admission.

4/ A one-race school, for purposes of this plan, is any

school which has a student body which 1is equal to orx exceeds
80% of one race.
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either admitted or nuliined to a waiting list. Immediately
after the waiting list is created, and if a magnet school is

under capacity, the Board shall inform the parents of each student
assigned to a waiting list that their child can be adoitted to

the magnet school if sufficient other-r. ‘e students apply for

the magnet school. The Board will accept late applications for

any magnet school for which there is no academic admission standard,
and students applying late will be ranked on a first-come, first-
served basis. Walting lists for magnet schools will be newly
created each year, with no carry-over from one year to another.

C. Rising High School Seniors

when a high school is changed into a magnet school, or
at the beginning of the 1987-1988 school year (when the present
student assignment plan for high schools is phased out as explained
below), those high school students entering their senior year of
hiﬁh school shall, at the discretion of the School Board, be
allowed to pursue their regular course of instruction and complete
their senior year at the high school they attended prior to the
change affecting that school, notwithstanding any enrollment
priorities, magnet programs, and/or high school attendance Zzones
in effect for their senior year.

D. Publicity and Community Relations

An imgortant element of School Bosrd support of this plan
{s effective publicity for each magnet school and student transfer
option. Each student, and the community at large, should understand
and be well-informed of the commitment of the Schoocl Board and school
etaff to quality desegregated education and of the choices available
to any student for pursuing, in a desegregated setting, every
educational opportunity offered in East Baton Rouge.

To this end, the School Board must aggressively publicize
all aspects of the magnet school and student transfer programs,
and should pursue every available means, direct and indirect,
of publicizing and recruiting students, calculated t~ result in
student and community participation in the magnet schools over
the short- and long-term.

Direct recruiting efforts that should be used are brochures;
posters; mailings to parents; regular school visits by central
administrators, magnet staff, or students; assenblies; slide shows
or film strips; radio or television advertisments; newspaper
-u¥p1ements with tear-off application coupons; magnet school
Information Fairs for parent-teacher associations and other
civic organizations; and magnet school visitor tours. Indirect
efforts calculated for long-term support and participation are
performances at schools and community functions by music and art
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magnet students, and coverage by local news sources of human
interest stories about the schools.

Any written materials and brochures nbout magnet schools
and options available to families in the public schools should
be carefully prepared 8o as to promote, in both black and white
conmunities, the advantages of desegregated gchools and the
magnet school programs. Separate written materials should be
developed for each magnet school. Such materials should be
distribated to present students, mailed directly to all students
in the public schools, sent to Parent Teacher Agsociations, and
distributed to churches, private schools, civic organizations,
and local businesses. Posters or other mass advertising devices
should be created and disseminated to places people frequent,
such as shopping centers and gtocety stores. Local realtors and
realtor organizations should be supplied with materials so they
are capable of educatin% potential homebuyers of the various
magnet schools offered in different parts of the Parish. Prom-
inantly displayed in all written materials should be one or more
cgut:eadin the system where more detailed information can be
obtained.

As magnet programs develop, local speaker bureaus can be
established of parents who have been pleased with their involvement
in magnet schools. Visits to particular magnet schools can be
organized for groups of interested parents, with transportation
supplied by the School Board.

Local television and radio stations should be asked to
donate air time for publicity and features of the magnet schools.
The school system should consider hiring someone to prepare human
interest stories and serve as a liaison to the local press.

Magnet school teachers can also visit regular school class-
rooms and simulate the magnet classroom experience for students.
Where specific target groups exjst, such as the students formerly
enrolled in schools closed to become magnets, recruiting should
be highly specific. Direct mail and telephone contact with
parents, with follow-ups where necessary, would be appropriate.

A strategy for indirect recruiting is to approach businesses
for donations ¢f conveniently locate’ meeting space that the
school system can use to invite parents to learn about the educa-
tional and desegregative advantages of magnet schools. The
school system can even arrange for particular businesses to
“adopt" a school, whether or not a wmagnet school, to allow the
business and school to exchange the expertise, personnel and
resources each poscesses.

The publicity given to magnet schools and deeegre%ation
efforts generally ogould be aggressive, thorough, and imaginative,

ERIC
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1f the Board fails to aggressively promote and inform the community
and its students about the range of educational opportunities
avatlable in the Parish, it will not have adequately supported

the implementation of this incentives plan.

E. Selecting Faculty and Principals for a Magnet School r

The most critical elements in selecting faculty members
for a magnet school are, of course, desire to teach in the magnet
school and demonstrated commitment to desegregation. Faculta
members teaching at a school which becomes a magnet school should,
{f they desire to continue to teach in the ma%net school, be J
given an opportunity to do so. Lack of technical qualifications
for the magnet program for that school will not prevent such a
teacher from being selected at a magnet school providing (1) the
technical qualifications can be obtained within a reasonable
time so as not to affect the teacher's ability to teach the
students, and (2) the teacher's position at the school is contin-
gent on obtaining the technical qualifications within a reasonable,
defined time period.

Princigals qualified for magnet schools should be selected,
vhere feasible, so that black principals will hcad magnet schools
{n white areas and white principals will head magnet schools in
black areas. This factor will most critically influence the
attractiveness of magnet schools after the Court's present plan
{s phased out and the stimulus of mandatory desegregation is no
longer present. As with other aspects of the implementation, the
School Board's performance on principal selection for magnet
schools will indicate its support for this plan.

F. Curriculum and Facility Development

petails of curriculum and facility development for a
magnet school should, vhere possible, be determined by a process
{nvolving the faculty that teaches in the magnet school. Each
faculty member shall have an opportunity to register his or her
views or recommendations on program or facility modifications
after being selected as a teacher in a magnet school.

11. General Plan for Establishing Magnet Schools

Set out below is a plan for achieving the objective of this
Ircentives Plan. Magnet school implementation is to begin in
Fall 1983 and continue through Fall 1785. Success of the magnet
programs will lead to phasing out of the present student assignment
plan et the middle schools in Fall 1985, elementary schools in Fall
1986, and high schools in Fall 1987.
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A. 1983-1984 School Year

The present plan, as set forth in the Court's orders of
| May 1, 1981, March 8, 1982 and Agril 30, 1982, will remain in
‘ effect for all schools but for the exceptions outlined below.
Unless otherwise stated, any students choosing assignment to_a
school not yet exempted from the court 8 man ator an v
attend a school consistent with those portions © the Court s
pandatory plan still in effect for the school chosen.

Beginnin% with the 1983-1984 school year, the School Board
shall do the following:

1. Tanglewood Elementary School

(a) The School Board shall establish the Laboratory
Elementary Magnet at Tanglewood Elementary School. The grojected
| racial enrollment of this school shall he 55% white and 45% black,
+2.5 percentage points, and students for this school shall be
chosen by the Board from among applicants for this program in
such a way as to achieve this projected enrollment. For the
first year of operation of this magnet program, enrollment priority
shall be given to those students currently enrolled in Tenglewood
Elementary School, so long as such priority does not impede the
achievement of the grojected racial occupancy. Admission of all
other students in the first year and of all new students in subse-
quent years to the magnet school will be determined by enrollment
priorities and random selection.

a4

(b) Those students currently attending Tanglewood
Elementary School, and new students in the East Baton Rouge Parish
School System, who reside in the current Tanglewood attendance
zone and choose not to participate {n or are not admitted to the
‘Tanglewood Laboratory magnet program:

1. May choose within capacity limits to attend
either Brownfields or Ryan Elementary Schools. The East Baton
Rouge Parish School Board will hogor only those choices which
promote & desegregated enrollment /| at Brownfields or Ryan, or

= e S e——— v

2. Shall attend Forest Heights, Sharon Hills, oOrF
f Greenbrier Elementary Schools in accordance with the neighborhood

3 2/ For purposes of this plan, assignment of a student to a
' particular school promotes a desegregated enrollment when such

i assignment results {n a student enrollment of no more than 65

‘ per cant of one race.
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attendance zones®/ of those schools as set forth in Appendix A
to this plan.

(c) Those students currently attending Tanglewood
Elementary School who reside in the Brownfields or Ryan attendance
zones, and choose not to participate in or are not admitted to
the Tanglewood Laboratory Magnet Program, shall attend either
Brownfields or Ryan Elementary Schools. The East Baton Rouge
Parish School Board will honor a choice b{ such students for and
assign student to one of these schools only when it promotes a
de;egregated enrollment therein, within the capacity of each
school.

2. LaSalle Elementary School

(a) The School Board shall establish a fundamental magnet
school at LaSalle Elementary School. The projected racial enrollment
of this school shall be 55% white and 45% black, +2.5 percentage
points, and students for this school shall be chosen by the
Board from among applicants for this program in such a way as to
achieve this projected enrollment. For the magnet’'s first year
of operation, enrollment priority shall be given to those students
currently enrolled in LaSalle Elementary Schocl, so long as such
priority does not impede the achievement of the gtojected racial
occupancy. Admission of all other students in the first year and
of all new students in subsequent years to the magnet school will
be determined by enrollment priorities and random selection.

(b) Those students currently attending LaSalle Elementary
School, and new students in the East Baton Rouge Parish School System,
who reside in the current lLaSalle attendance zone and choose not
to participate in or are not admitted to the LaSalle fundamental
maegnet program:

1. May choose within capacity limits to attend either
Goodwood, DuFrocq or Cedarcrest Elementary Schools. The East
Baton Rouge Parish School Board will honor only those choices
which promote a desegregated enrollment at Goodwood, DuFrocq or
Cedarcrest, or

2. Shall attend Broadmoor or Goodwood in accordance
with the neighborhood attendance zones of those schools set forth
{n Appendix A to this plan (see footnote 6).

6/ As noted above, students attending schools other than
magnet schools will attend school in accordance with student
assignments in effect from applicable court orders, until present
reassignment patterns are phased out.
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(c) Those students currently attending LaSalle Elementary
School who reside in the Goodwood, DufFrocq, or Cedarcrest atten-
dance zones and choose not to participate in or are not admitted
to the LaSalle funcamental magnet program, shall attend either
coodwood, DuFrocq, or Cedarcrest Egementary Schools. The East
Baton Rouge Parish School Board will honor a choice by such
students for and assign such students to one of these schools
only when it promotes a desegregated enrollment therein, within
the capacity of each school.

3. Capitol High Szhool Program

In order to maximize the opportunities for students through-
out the East Baton Rouge Parish school system, and especially %or
those residing in the Capitol High School attendance zone, to
qualify for the Capitol Technical Magnet to be implemented in the
1985-1986 school year (see below), the East Baton Rouge Parish

School Board shall, by May 1, 1983, do the following with regard
to the Capitol Technical Magnet:

1. Establish and publicize to all seventh grade students
{n the Parish system a full description of all programmatic
aspects of the Capitol Technical Magnet, including the objectives
of the educational program, a listing of course offerings, new
facilities and equipment to be made available, and any educational
prerequisites for admission.

2. Explain clearly to those students the eligibilit{ require-
ments for admission in 1985-1986 to Capitol Magnet School.

3. Inform those students that rerequisite courses for adnis-
sion to Capitol will, beginning witg the fall term, 1983, be made
available at all schools in the Capitol attendance zone which

serve seventh grade students and, at the discretion of the School
Board, at other such schools in the system. Consistent with the
published notice, the School Board shall make such courses available.

B. 1984-1985 School Year

Beginning with the 1984-1985 school year, the School
Board shall do the following:

1. Park Elementary School

(a) The School Board shall establish the Math/
science/Computer/Montessori Py e-School Magnet Program at Park
Elementary School. The projected racial enrollment of this
school shall be 55% white ana 45% black, +2.5 percentage points,
und students for this school vhall be chosen by the Board from
among applicants for this program in such a way as to achieve
this projected enrollment. For the first year of operation of
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this program, enrollment priority shall be given to those students
who were enrolled in Park Elementary School at the end of the
1983-1984 school year, so long as such priority does not impede
the achievement of the projected racial occupancy. Admission of
all other students in the first year and of all new students in
subsequent years to the magnet school will be determined by
enrollment priorities and random selection.

(b) Those students residing in the current Park
Elementary School attendance zone who choose not to participate
in or are not admitted to the Park Magnet Program shall attend
DuFrocq, Delmont, Bernard Terrace, or Eden Park Elenmentary Schools
{n accordance with the neighborhood attendance zones of those
schools set forth in Appendix A to this plan (see footnote 6, p. 33).

2. Cedarcrest-Southmoor Elementary School

(a) The School Board shall establish the Music *
and Arts Magnet Prograr at Cedarcrest Southmoor Elementary School.
The projected racial enrollment of this school shall be 55%
white and 45% black, + 2.5 percentage points, and students from
this school shall be chosen by the Board from among applicants
for this program in such a way as to achieve this projected
enrollment. For the first year of operation of this magnet
program, enrollment priorit{ shall be given to those students
enrolled in Cedarcrest-Southmoor Elementary School at the end
of the 1983-1984 school year, so long as such priority does not |
{mpede the achievement of the projected racial occupancy. Admission
of dll other students in first year and of all new students in
cubsequent years to the magnet school will be determined by
enrollment priorities and random selection.

, (b) Those students who attend Cedarcrest-
Southmoor Elementary Schoocl at the end of the 1983-1984 school
year, and new students in the East Baton Rouge Parish School
System, who reside in the current Cedarcrest-Southmoor attendance
and choose not to participate in or are not admitted to
the Cedarcrest Music and Arts Magnet Program:

1. May choose within capacity limits to attend either
Goodwood or DuFrocq Elementary Schools. The East Baton Rouge
Parish School Board will honor only those choices which promote
a desegregated enrollment at Goodwood or DuFrocq, or

2. Shall attend Jefferson Terrace, Audubon or Westminster
Elementary Schools in accordance with the neighborhood atiendance
gones of those schools set forth in Appendix A to this plan (see
footnote 6, p. 33).

(c) Those students attending Cedarcrest-Southmoor
Elementary School at the end of the 1983-1984 school year who

34




- mes = o~ -

o g——

ce rmepw -

reside in the Goodwood or DuFrocq attendance gones and choose
not to participate in or are not admitted to the Cedarcrest
Music and Arts Magnet Program will attend either Goodwood or

puFrocq Elementary Schools. The East Baton Rouge Parish School
Board will honor a choice bK such students for and assign such
o

students to one of thcse schools onlg wvhen it promotes a deseg-
e

regated enrollment therein, within the capacity of each school.

3. La Belle Aire Elementary School

(a) The School Board shall establish an Intercultural
Language Magnet at Ls Belle Aire Elementary School. The rojected
racial enrollment of this school shall be gsz white and kgx
black, +2.5 percentage points, and students for this school shall
be chosen by the Board from among applicants for this program in
such a way as to achieve this projected enrollment. For the
first year of operation of this magnet program, enrollment priority
shall be given to those students enrolled in La Belle Aire Elementary
School at the end of the 1983-1984 school year, 80 long a8 such
priority does not impede the achievement of the gro%ected racial
occupancy. Admission of all other students in the first year and
of new students in subsequent years to the magnet school will be
determined by enroliment priorities and random selection.

(b) Those students attending La Belle Aire Elemen-
tary School at the end of the 1983-1984 school year, and new
students in the East Baton Rouge Parish School system, who reside
{n the current La Belle Aire attendance zone and choose not to
Yarticipate in or are not admitted to the La Belle Aire Intercu- |
tural Language Magnet Program: .

1. May choose within capacitg limits to attend either
Forest Heights, Glen Oaks Park or Green rier Elementary Schools.
The East Baton Rouge Parish School Board will)honor only those
choices which promote & desegregated enrollment at Forest Heights,
Glen Oaks Park or Greenbrier, or ' '

2. Shall attend Red Oaks or Greenbrier Elementary
Schools in accordance with the neighborhood attendance zones of
those schools set forth in Appendix A to this plan (see footnote

6, p. 33).

(¢) Those students attending La Belle Aire Elemen-
tary School at the end of the 1983-1984 school year who reside
{n the Forest Heights, Glen Oaks Park or Greenbrier attendance
sones and chocse not to participate in or are nct admitted to
the La Belle Aire Intercultural language Magnet Program will
sttend either Forest Heights, Glen Oake Park or Greenbrier
Elementary Schools. The East Baton Rouge Parish School Board
will hornor a choice by such students for and assign such students
to one of these schools only when it promotes & desegregated
enrollment therein, within the capacity of each school.
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4. Sherwood Middle School

(a) The School Board shall establish a Computer

Magnet Progran at Sherwood Middle School. The projected racial
enrollment of this school shall be 55% white and 45% bLlack, #2.5
gercentage points, and students for this schooi shall be chosen

y vhe Board from among applicants for this program in such a
way as to achieve this projected enrollmwent. For the first year
of operation of this magnet pro§ram. enrollment priority shall
be given to those students enro led in Sherwood Middle School at
the end of the 1983-1984 school year, so long as such priority
Joes not impede the achievement of the projected racial occupancy.
Adnmission of all other studenta in the first year and of all new
students in subsequent years to the magnet sc ool will be determincd
by enrollment priorities and random selection.

(b) Those students nttending Sherwood Middle School
at the eid of the 1983-1984 school year who choose not to partici-
pate in or .. e not admitted to the Sherwood Computer Magnet Program
ghall atte~d middle school in accordance with the middle school
attendance zones set forth in Appendix B and illustrated in Appendix D
to this plan.

5. Scotlandville High School

(a) The School Board shall establish the Scotland-
ville Academy magnet proiram at Scotlandville High Schooi. The
projected racial enroglment of this school shall be 55% white
and 45% black, +10 percentage points, and students for t?}a
school shall be chcsen by the Board from among qualified
applicants for this program in such a way as to actieve this
projected enrollment. For the first yesr of operation of thie
magnet program, enrollment priority shall be given to those
qualified students enrolled in Scotlandville High School at
the end of the 1983-1984 school year, sv long as such priority
does not impede the achievement of the projected racial occupancy.
Aduission of all other qualified students in the firet year and
of all new qualified students in subsequent te the magnet school

~ in the second year of its operation will be determined by enrollment
.+ priorities and random selection.

(b) Those students att: il g Scctlandville High
School at the end of the 1983-1984 scu~o? year who choose not to
participate i{n or are mot admitted to -'¢ Scotlandville Academy

7/ ”6ha11fied" students refers to those students who have

been determined eligible for admission to the Scotlandville program
pursuant to an entrnance exanination established by the Board
for the school.

11
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Magnet Pra%ram shall attend high school in accordance with.the
high school attendance zones set forth in Appendix C and illustrated
in Appendix D to this plan. '
C. 1985-1986 School Year

Beginning with the 1285-1986 school year, the
School Board shall do the following:

1. Middle Schools

Subject to Part IV below, close Broadmoor and
Scotlandville middle schools and implement the middle school plan
that uses the residential attendance gones set forth in Appendix B.

2. Crestworth Elementary School

(a) The School Board shall establish a Computer/
Math/Science Magnet Program at Crestworth Elementary School.
The projected racial enrollment of this school shall be 55%
white and 45% black, +2.5 percentage points, and students for
this school shall be chosen by the Board from amorg applicants
for this program in such a way as to achieve this projected
enrollment. For the first year of operation of this magnet
program, enrollment priority shall be given to those students
who were enrolled in Crestworth Elementary School at the end of
the 1984-1985 school year, so long as oucg priority does not
impede the achievement of the projected racial occupancy. Admis-
sion of all other students in the first year and of all new
students in subsequent yeats to the magnet school will be determined
by enrollment priorities and random selection.

(b) Those students residing in the current Crestworth
Elementary School attendance zone who choose not to participate
{n or ere not #dmitted to the Crestworth Magnet Program shall
attend Ryan, Progress, or Beechwood Elementary Schools in accordance
with the neighborhood attendance zones of those schools set
forth in Appendix A to this plan (see footnote %5, i. 33).

rf 3. Broadmoor High School

(a) The School Board shall estshiish a magnet
school at Broadmoor High School. The prpjected racial enrollment
of this school shall be 55% white and 45% black, +2.5 percentage
points, and students for-this echool shall be chosen by the
Boacd from cuong applicants for this program in such a way &8s to
achieve this projected enroliment. For the first year of cperation
of this magnet program, enrollment priority shall be fiven to
those students who were enrolled in Broadmoor High School at the
end of the 19841985 school year, so long as such priority does
not impede the achievement of the projected racial enrollment.
Adoission of all other astudents in the first year and of all

.
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new students in subsequent years tc the magnet echool will be
determined by enroliment priorities and random selection.

(b) Those students attending Broadmoor High School
at the end of the 1984-1985 school year who choose not to par-
ticipate in or are not admitted to the Broadmoor Magnet Program
shall attend Ligh school in accordance with the high i:chool
attendance zones set forth in Appendix C to this plan.

4. Capitol High School

(a) The Schon! Board shall establish a Technical
Career Magnet Program at Capitol High School. The projected
racial enrollment of thia school shall be 55% white and 45%
black, +2.5 percentage points, and students for tg}s school
shall be chosen by the Board from among qualified®/ applicants
for this program in such a way as to achieve this projected
enroliment. For the first year of operation of this magnet
program, enrollment priority shall be given to those qualified
students enrolled in Capito{ High School at the end of the 1984-
1985 school year, so long as such priority does not impede the
achievement of the projected racial oc¢upancy. Admission of all
other qua”ified students in the first year and of all new qualified
students in subsequent years to the magnet school will be determined
by nrollment priorities and random selection.

(b) Those students attending Capitol High School
at the end of the 1984-1985 school year who choose not to par-
ticipate in or are'not admitted to the Capitol Magnet Program
shalg attend high school in accordance with the high school
attendance zones set forth in Appendix C to this plan.

D. 1986-1987 School Year

Beginning with the 1986-1987 school year the School
Board shall, subject to part IV below, implement the elementary
school plan using the residential attendance zones set forth in
Appendix A.

E. 198 -1988 School Year

Beginning with the 1987-1988 school year the School
Board shall, subiect to part 1V below, implement the high school
plan using the residential attendance zones set forth in
Appendix C.

8/ "Qualified" students refers tc those studentsa who meet
the admission requirements for this school as est.blished by the
Board.

©
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111. Specific Timetable for Implementation

School Board support of this program is the single
most critical element of its success. Each magnet school must
be carefully planned and publicized to maximize its success as
an educational and desegregative device. Tc adequately plan for
changes necessarily contemplated by the Incentives Plan, the
School Board shall adhere to the following timetable, and shall
inform the Court of its progress towards successful jmplementation
by filing at each deadline a report with the Court, with service
on all parties, which states what they have done to meet each
deadline. The School Board must state good cause for missing
any deadline, and the Board's progress in adhering to the timetable
may at any Court hearing be used to indicate the degree to which
the Board can effectively imglement the alternative plan. Attached
to the Board's reports will be copies of the written advertisments,
and descriptions of other advertisements, used between reporting
dates. At any time a party may move the Court for appropriate
relief 1f it appears tgat the School Board is not fully and
responsibly implementing this plan.

Within five duys of the Court apgroving the over-all plan
contained herein, the Board shall publicly announce and generally
describe all magnet scnools and the year in which each is scheduled
to open. Otherwise, the Board shall, at minimum, take the following
actions at the following times:

February 18 - March 1, 1983: Contact LSU and Southern
Universitlies to arrange adequate support for the laboratory
school at Tanglewood.

>> Complete curricula and facilities planning for Tanglewood
and LaSalle.

5> Establish the educational prerequisites necessary for
admission to the Capitol Magnet in Fall 1985. Survey each school
serving seventh grade students to determine where such courses
are and are not available, and establish a plan for making such
courses availabie in Fall 1983 consistent with part I1I(A)(3) above.

S>> Contract for faculty and staff training in team learning,
to be completed between August 1 and August 15 for Tanglewood and
LaSalle.

March 1, 1983: Announce and publicize a description of the
Fall 1983 magrer schools at Tauglewood and LaSalle, and a description
of the Capitol magnet school toc open Fall 1985. Include in the
announcement and publicitﬁ for Capitol the prerequisites for
admission, and the seventh grade curriculum improvements to be
made in 1983 to prepare students to be adnitted to Capitol when
it opens, As part of these announcements make avajlable to presen:

* &
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seventh grade students {information on the necessary prerequisites
and how each student can arrange to qualify for admission to
Capitol in Fall 1985, by electing such prerequiaites at his

or her school in Fali 1983 and/or Fall 1984. Make available

and publicize the availability of guidance counseling for seventh
grade students about the educational opportunity Capitol represents
and whether it is appropriate for each student. Guidance will

be available each year, and remain available at least through

the enrollment period for classes offered in the coming fall.

> Request, by public announcement, applications from faculty
and adoinistrators interested in (1) working at Tanglewood and
LaSalle magnet schools, or (2) {interested in planning curriculum
and facilities for the Fall 1985 opening of Capitol magnet, and
{n hiring other faculty for that school.

March 30, 1983: Select from among tha applicants solicited
on March 1 all faculty, principals, and staff necessary for
Tanglewood and LaSalle.

5> Select a principal and core group of faculty and staff
to plan the curriculum and facility for Capitol, and to assist
{n hiring faculty members for that school.

>> Publicize details about the Tanglewood and LaSalle magnet
gchools in local media. Write and disseminate writtei materials
created especially to promote those magnet schools as an educational
and desegregative device. Publicit{ and community relations are
explained in greater detail below, but generaily all advertising
and materials shall be calculated to explain to all students and
parents in the Parish the choices available to each student and
what must Le done to apply for the magnet schools, with information
about applicable dates, rules governing admission and operation
of each school, faculty selection, and educational objective.
Prominently displayed should be one or more sources in the system
where more detai.ed information can be obtained.

April 15, 1983: Deadline for students to apply for Fall
1983 magnet schools.

April 29, 1983: Complete negotiations with LSU and Southern
on staffing and coordination necessary for Tanglewood.

3> Announce all students admitted to Fall 1983 magnet schools
and those on waiting lists, by race. If the school is under-
capacity because insufficient students of one race have applied,
persons on the waiting list will be informed that until capacity
{s reached, they can be admitted to the school if other-race
students sufficient to form an admission block can be recruited
to apply to the school.
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May 16, 1983: Announce scheme for providing each student
adnitted to a magnet school with transportation to the schooi,
as determined by Ecotran.

May 30, 1983: Order all supplies for 1983 magnet schools.

> Request applicants from faculty and administrators for
a group to develop curriculum and facility for magnets to be
opened in 1984: Scotlandville, Sherwood, Cedarcrest, Park, and
La Belle Aire.

June 1 - August 15, 1983: Select principal and faculty
comprising the core committees to develop curriculum and facility
for each Fall 1984 magnet school.

July 22, 1983: Have all equipment and supplies for Tanglewood
and LaSalle in place and ready to use.

August 1 - August 15, 1983: Complete all teacher training
necessary for team learning In LaSalle ard Tanglewood, and any
other relevant in-service training for faculty and staff.

> Update transportation scheme to incorporate any students
admitted from waiting lists since May.

September 30, 1983: Announce all 1984 magnet schools: Scot-
landv{I%e, Sherwood, Park, La Belle Aire, Cedarcrest.
. > Describe and publicize programs to be available at each
school and announce a schedule for all necessary renovations,
to be completed by February 15, 1984. Invite applications from

faculty interested in teaching in each magnet school; interview
and select all faculty by January 10, 1984.

November 15, 1983: Complete the first set of tests for
Fall 1984 admission to Scotlandville.

December 15, 1983: Announce results of first tests for
admisslon to Scotlandville magnet school. Admit all students who
quelify and, if space is available, announce gsecond test date of

March 1, 1984.

January 10, 1984: Announce faculty for each Fall 1984 magnet
school.

February 15, 1984: Complete all renovation:, to each Fall
1984 magnet school.

March 1, 1984: Second admission test for Scotlandville.
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March 15, 1984: Have all equipment purchased, installed,
and ready to use for each Fall 1984 magnet school.

5> Distribute literature and publicize to all students and
ar;nts the magnet school choices available to each student for
all 1984.

April 3, 1984: Announce results of second admission test
for Scotlandviile. Admit students to available space, and estab-
1ish waiting lists.

April 17, 1984: Deadline for student applications for magnet
schools opening Fall 1984,

April 30, 1984: Announce student assignments to all magnet
schools For Yall 1984. Establish waiting lists for each school,
by race.

May 15, 1984: Establish transportation routes for each student
in each magnet school, as provided by Ecotran.

May 30, 1984: Announce magnet schools to open Fall 1985.

>> Request applications from interested faculty and
administrators to develop the curriculum and facility of each
Fall 1985 magnet school.

June 1 - August 15, 1984: Select core group of faculty and
adminTstrators to develop the curriculum and facility of each
Fall 1985 magnet achool.

August 1 - August 15, 1984: Conduct inservice training for
faculty and staff, including training necessary for teaching team
learning in all magnet school to operate Fall 1984.

>> Supplement transportation routes to accommodate students
admitted to magnet schools from walting liets.

September 30, 1984: Announce all Fall 1985 magnet schools.

5> Describe and publicize programs to be available at each
Fall 1985 magnet school and announce a schedule for all necessary
renovations, to be completed by February 15, 1985.

5> Invite applications from faculty interested in teaching
at each magnet school; interview and select all faculty by January
10, 1985.

November 15, 1984: Com lete the first set of tests for
Fall T985 admission to Scot andville.

December 15, 1984: Announce results of first tests for
admisslon to Scotlandville magnet school. Admit all students
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who qualify and, {f space is available, announce second test
date of March 1, 1986.

¢

January 10, 1985: Announce all faculty for Fall 1985
magnet schools.

February 15, 1985: Complete all renovations to each Fall
1985 magnet school.

March 1, 1985: Second admission test for Scotclandville.

March 15, 1985: Have all equipment purchased, {nstalled,
and ready to use Tor Fall 1985 magnet schools.

%> Distribute literature and publicize to all students and
parents the magnet school choices available to each student

for Fall 1985.

April 1, 1985: Announce results of second admission test for
Scotlandville. mit students tO available space, and establish
waiting lists.

April 17, 1985: Deadline for student applications for magnet

schools operating Fall 1985.

April 30, 1985: Announce student assignments to all magnet
schools tor Fa g85. Establish waiting %13:3 for each school,
by race. 1f the school is under capacity because insufficient
students of one race have applied, persons on the waiting list
will be informed that until capacity is reached, they can be
admitted to the school 1f other-race students sufficient to form
an admission block can be recruited to apply to the school.

May 15, 1985: Establish transportation routes for each
gtudent In FalT 1985 magnet schools, as provided by Ecotran.

August 1 - August 15. 1985: Conduct {nservice training for

faculty and staff, IncIuatng training necessary for teaching team

learning in all magnet schools to operate in Fall 1985.

%> Supplenment trans rtation routes to incorporate students
admitted to magnet sclioo from waiting lists.

November 15, 1985: Complete first set of tests for Fall
1986 admission to Tcotlandville magnet school.

pecember 15, 1985: Announce results of first tests for
admigsion to Scotlandville magnet s-hcol. Adrm't all students
who qualify and, {f space {8 aveilable, announce second test
date of March 1, 1986.

ERIC
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March 1, 1986:
Scotlandville.

After phasing
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Second test for Fall 1986 admission to

{s completed, certain dates will continue to

be significant each year for the magnet schools. They are, for

each academic year:
August 1
to 15:

September 30:

November 15:

December 15:

January 10:

February 15:

March 1:

March 15:

April 1:

April 15:

April 30:

May 15:

May 30:

Conduct inservice training for the imminent
school year. Incorporate into transportation
routes any students admitted from waiting lists.

Complete core curriculum and facility develop-
ment and announce any new magnet school to
open in the subsequent year.

Complete first test for admission in the
subsequent Fall to Scotlandville magnet.

Announce results of first Scotlandville admission
test, and whether a second test will be held March
1 of the subsequent year.

Announce all faculty for Fall magnets.
Complete all renovations for Fall magnets.

Administer second admission test for Scotland-
ville magnet.

Have all equipment for Fall magnets purchased,
installed, and ready to use.

Results of second admission test and adwissions
for Fall to Scotlandville announced.

Deadline for student applications for Fall
magnets. ¢

Announce students assigned to each magnet school
to operate that Fall, and establish waiting
lists by race for each.

Announce transportation routes for Fall magnet
schools.

Annowice any magnet school opening the subse~

quent Fall, and solicit core group of faculty

and admin{strators for curriculum and facility
development.

!
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June 1 to Select core group of faculty and administrators
August 1: to develog the curriculum and facility for each
magnet school to oper in the Fall of the sub-

sequent year.

1V. Phasing Out The Present Plan

The magnet schools which comprise this plan are, for
reasons of maximizing stability and minimizing disruption of
students, implemented in conjunction with the prescnt student
assignment plan. Generally, each magnet school will have two
full academic years to establish itself as a desegregated school
operating at a reasonable capacity prior to the dismantling of
the present assignment patterns.

Attached as Appendices A-D are descriptions and {llustra-
tions of contiguous school zones for elementary, middle, and
high schools. Projecting present enrollment patterns, these
zones, when implemented according to the schedules in this
plan will produce levels of desegregation which are competitive
with the present student assignment plan, eliminate the amount
of transportation currently attributable to mandatory reassignment
patterns, and, by reducing the amount of excess capacity at the
middle school level through school closings, make available to
the School Board additional funds for offsetting the costs of
magnet school implemantation and operation. After all phasing
{g complete, studert assignment will be based on residential
attendance areas except where a student veluntarily chooses to
attend another school available to him or her.

The Incentives Plan contemplates the end of present student
assignments for middle schools in Fall 1985, elementary schools
{n Fall 1986, and high schools in Fall 1987. Prior to the relevant
school year, and assuming the School Board vigorously supports
the plan and the magnet schools meet the criteria set forth below,
the United States will jointly move with the School Board to
modify student assignment consistent with the this plan. If all
magnet schools are not successful it will require the fullest
explanation by the School Board to the Court and the parties to
the litigation.

A magnet school shall be deemed gsuccessful {f it has met the
following criteria:
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(a) for those magnet schools in their second year of opera-
tion at the time of the Board's request for Court modification
of student assignment:

(1) Achieving the projected racial enrollment of
55% white, 45% black, +2.5 percentage pointc (+10 percentage
points for Scotlandville), and

(2) Operating at least at 80% of capacity at the time
of the School Board's request, and

(b) for Sherwood computer magnet and Crestworth computer
magnet, which will each be in the first year of operation at
the time the School Board seeks modification of student assignments:

(1) Achieving the projected racial enrollment of
55% white and 45% black, +2.5 percentage points, and

, (2) 1f the other computer magnet school (Park) is
successful, operating at a capacity comparable to that school's
capacity at the same stage of operation.
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Table 1

School District Racial Segregation, 1980-1982

C : . School - %White in Average
/ % Segregation Black Child's School
/ . White 4 (D)* (Sbw)**
District
1980 58 66 28
1981 55 51 35
1982 52 32 42

Elementary (K-5)

1980 57 72 24

1981 . 53 41 38

1982 48 38 36
Middle

1980 59 57 32

1981 57 58 32

1982 51 20 48
High

1980 60 65 28

1981 58 59 32

1982 57 30 47

* "Ferfect racial balance = 0; perfect racial imbalance = 100.

** pxtent of interracial exposure; can be no higher than the percent white in
the school district or in the category examined.




Table 2

Relationship Between Percent Black in One
vyear and Percent Black in Other Years

% g
Black Black
1981 1982
r . A
All Schools
" 4 Black 1980 .87 .70
$ Black 1981 .82
Elementary Schools
% Black 1980 .86 .74
¢ Black 1981 95
Middle Schools )
% Black 1980 .99 .41
% Black 1986l 42
High Schools
% Black 1980 .93 .85

¢ Black 1981 .92

aAll correlations at .Ul or better.
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Relationship between Racial characteristics of

All Grades.

\
% Black Students
§ Black Stuuents

¢ Black Students’

1980
1981
1982

Elementary Schools.

g Black Students
8 Black Students
g Black Students

¥iddle schools

( :
8 Black Students
§ Black Students
¢ Black Students

High Schools

§ Black Students
$ Black Students
% Black Students

* All correlations significant

1980
1981
1982

1980

1981

1982

1980
1981
1982

Table 3

at .00l or hetter.

Schools*®

1980 § 1281 % 1982 % Black Black
Black Black Bilack Princ. Princ.
meachers  Teachers Teachers 1980 1981
o Y . Y Y r
«57 Y .5t .74 A4
.47 .57 .50 .67 -y

.38 »40 .49 .51 42
.62 .46 «66 T4 .40
»56 .48 .65 .66 .4
49 43 .60 »55 .37
W73 .19 .38 .67 .35
.75 .80 .40 .60 »34
.58 .44 087 e 22 .37
.21 .88 .66 .87 .74
W12 .76 .50 75 .63
.08 018 .54 72 .65



Teble 4
Classroom Racial Segregation

‘ 1982
1982
Classroom
Schcol Name Segregation*
X DISTRICT .27
X ELEMENTARY .24
X MIDDLE .30
X HIGH .33
Elementary

Audubon .35
Bakerfield .16
Baker Heights .23
Banks .79
Beechwood .18
Belfair .40
Bellingrath Hills .27
Bernard Terrace .49
Broaumoor .18
Brookstown .20
Brownfields .19
Buchanan : .58
Cedarcrest/Southmoor .28
Claiborne .15
Crestworth **
pDalton .33
Pelmont .13
pufrocq .60
Eden Park .33
Forest Heights .24
Glen Oaks Park .07
Goodwood .06
Greenbriar .16
Greenville - .33
Harding .30
Highland +30
Howell Park 13
Jefferson Terrace .15
La Belle Aire .26
Lanier .08
LaSalle .10
Magnolia Woods ' .20
Mayfair .13
Melrose .14
Merrydale .14
Nicholson .20
Northdale .16

——— e - . e

* o=perfect racial balance; ~.00=perfect racial imbalance.

** Not enough of a race to calculate an indev.

ERIC ' .
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Tahle 4
Classroom Ra ial Segregation
1982
{continued)
1982
Classroom

School Name Segregation*
Northeast .10
North Highlands .13
Northwestern .12

Park .59 '
park Forest . 17
Park Ridge ! ; .31
Parkview , ‘ .64
Polk x ' * %
Progress .33
Red Oaks .21
Riveroaks .79
RyAan .36
Sharon Hills .12
Sheznandoah .22
South Boulevard .23
Tanglewood - « 20
Twin Oaks .58
University Tcrrace .03
Villa del Rey .05
Walnut Hills .10
Wedgewood .69
Westdale .22
Westminster .49
White Hills .19
wildwood .11
Winbourne .18
zachary .17

Middle Schools

Baker .24
Broadmoor « .43
Capitol .35
Central .29
Crestworth 21
Glasgow .26
Glen Oaks .23
Istrouma ‘ .24
Kenilwortl .28
McKinley .21
Northwestern .40
Park Forest .43
Prescott .18
scotlandville .27
Sherwood ' .37
’ 0=perfect rac.al balance; 1.00=perfect racial imbalance.

*+ Not enough of a race to calculate an index.

“




Table 4
Classroom Racial Segregation

1982
(continued)
1982
Classrnom
School Name Segregation*
Southeast .34
valley Park «35
Westdale .37
High Schools

Baker .27
Baton Rouge .31
Belaire .29
Broadmoor «39
Central .34
Capitol ~ .62
Glen Oaks .25
Istrouma .24
McKinley .41
Northeast .25
Robert E. Lee .24
Scotlandville .38
Tara .30
Woodlawn .30
Zachary «37

* 0=perfect racial balance; 1.00=pevfect racial imbalance.

** Not enough of a race to calculate an index,




Table 5

White Enrollment Trends, 1975-1982

Graaes 1-5

Actual Predicted &
Year Enrollment Loss Rate Enrollment Loss Rate
1975 14,804
1976 15,336 . 3.6
1977 15,680 .2
1978 15,477 -1.3
1979 14,965 -3.3
1980 13,877 -7.3 14,097 -5.8
1981 12,148 -12.5 12,983 -7.9
1982 9,591 -21.0 11,565 ~10.9

Total loss 1982-1979: 5,374
Total loss 1982-1979 due to desegregation: 1,974 P

& of total loss due to desegregation: 36%

Grades 6-8

1975 9,989

1976 9,569 ~-4.2

1977 9,233 ~3.5

197b 8,87¢ -3.9

1979 B,736 -1.6

1980 8,658 - .9

1981 7,446 ml#.O 8,632 - a3
1982 6,489 ~12.9 8,684 6

Total loss 1482~1980: 2,173
Total loss 1982-1980 due to desegregation: 2,199

% 0f total loss due to desegregation: 108




{Table 5 cont.)

Grades 9-12
Actual Predicted
Year Enrollment ~ Loss Rate Enrollment Loss Rate
1975 13,108
1976 13,198 el
1977 13,205 0
1978 12,976 - 1.7
1979 12,378 - 4.6
1980 11,765 - 4.9
1981 10,838 - 7.9 10,988 - 6.6
1982 9,672 -10.8 | 10,098 - 8.1

Total loss 1982-1980: 2,093
Total loss 1982-1980 due to desegregation: 426

$ of total loss due to desegregation: 21%

—— — ——— et ———- or— ——ttaan

Grades 1-12

1975 37,901

1976 38,103 .5

1977 38,118 0

1978 37,329 - 2.1

1979 36,079 - 3.3

1980 34,300 - 4.9 34,419 - 4.6
1981 30,432 -11.3 32,354 - 6.0
1982 25,748 15.4 29,992 - 7.3

Total loss 1982-1979: 10,7 sl
rotal loss 1982-1979 ¢ .e to desegregation, 4,244

% of total loss dur to desegregation: 41%

t/)




(Table 5 cont.)

Grades K-12

_ Actual Predicted
Year Enrollment Loss Rate Enrollmont Loss Rate
1975 41,554
1976 41,859 o7
1977 41,317 - 1.2
1978 40,317 - 2.6
1979 39,379 - 2.3
1980 37,220 - 5.5 37,804 - 4.0
1981 32,974 -11.4 3,914 - 5.0
1982 29,179 -11.5 33,759 - 6.0
Total loss 1982-1979: 10,200

Total loss 1982-1979 due to desegregation: 4,580

3 of total loss due to desegregation: 45%

acalculated by predicting the 1980-82 loss rate from the 1976~1979
10ss rate treud, and then estimating white enrollment from that loss
rate using the 1979 enrollment as the base.

brhe "normal" predicted enrollment minus tne actual enrollment.

61




Table

6

White Enrollment Trends, 1975-1582

Summary Grades 1 - 12 (excluding kindergarten and spec. ed.)

Total loss since desegregation (1982-1979):
Total loss due to desegregation:

¢ of total loss due to desegregation:

Summary Grades K-12 (including spec. ed.)

Total loss since desegregation (1982-1979):

Total loss due to desegregation:

Loss due to desegregation composed of:

9,640
4,599
48 %

10,200

anticipatory white flight: 220 (elem, 1980)
Y 1,336 (second., 1981)
1,556
Implementation white iiight: 835 (elem., 1981)
2,625 (second., 1982)
4
post-implementation flight: 919 (elem., 1982)

(est. from the separate analysis of each grade level)

Yearly loss due to desegregation:

1980 220

1981 1,951

1982 2,428
4,59

(est. from the cumbined analysis 1 - 12)




Table 7

White Enrollment Loss 1981, 1982
and Reassignments 1981, 1982
4
Postb
Imp.2 Imp,
% % Imp.2 Imp.a
1980 White White 2 )
% Enroll. Enroll. Black White
School Name Black Loss Loss Reass Reass
Elementary
Audubon 11.4 -6.3 -15.5 95.0 - 41.5
Bakerfield 34.7 -13.7 -5.1 18.7 6.5
Baker Heights 21.7 (o] -5.4 c (o]
Banks 99.8 300.0 -100.0 * *
Beechwood 100.0 c -29.2 c C
Belfair 100.0 -60.9 -39.3 -113.3 100.0
Bellingrath Hills 2.5 10.1 -9.4 * * ‘
Bernard Terrace 32.0 -4.3 -16.3 36.4 1.4
Broadmoor 1.6 -20.3 -40.3 97.2 -48.1
Brookstown 17.5 -10.7 -13.4 83.0 -22.9
Brownfields 14.8 -3.2 -14.4 68.2 -37.5
Buchanan 99.6 -64.1 -4,2 -76.1 99.1
Cedarcrest 0.7 -11.7 -23.7 99.5 -76.7
Claiborne 41. -0.5 -8.2 * **
Crestworth 100.0 c c * *
Dalton 93.4 6.3 13.6 * *
Delmont : 74.1 -7.0 9.3 -24.0 38.3
Dufrocqg 100.0 -52.1 5.7 -155.3 100.0
Eden Park 99,7 -74.8 35.0 -100.0 100.0
Forest Heights 91.3 -47.3 -19.5 -144.4 83.1
Glen Oaks Park €7.4 -46.4 ~13.2 -51.7 49.2
Goodwood 6.3 -0.6 -19.5 92,2 13.4
Greenbriar 3.1 0.8 -21.4 91.9 ~-49.2
Greenville 77.4 -23.0 -0.7 -~130.7 2.0
Harding 98.2 -58.5 1.7 -73.7 96,2
Highland 8.2 -12.9 -12.7 77.9 -125.7
Howell Park 66.8 -8.6 -31.6 -31.2 26 .6
Jefferson Terrace 13.1 -43.5 -2.1 75.5 43.5
La Belle Aire 1.9 -0.4 -23.2 90.9 ~-146.6
Lanier 20.6 -1.7 -9.8 40.4 -51.1
LaSalle 8.3 -12.6 -18.4 87.8 7.8
Magnolia Woods 21.7 - =7.6 -29.3 41.4 -92.4
Mayfair 42.3 c ~16.5 c o)
Melrose 60.2 -4.5 -13.4 * ol
Merrydale 73.9 -36.0 -7.3 38.7 56.2
* Designated racially isol. ted by court order.

" Cesignated desegregated by court order.
*** Maqnet School

a 1981 for elemre:ntary schools; 1982 fou éecondary schools.
b Elementary schools only in 1982,
c Missing data.
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Table 7 .
White Enrollment Loss 1981, 1982
and Reassignments 1981, 1982

(continued)
postb
Imp.2 Imp.
) ) Imp.2 Imp.2

1980 White White 3 %

% Enroll. Enroll. Black Wnite
School Name Black Loss Loss Recss Reass
Nicholson 8B6.6 0.0 39.5 * *
Northdale 100.0 c 147.1 C (o]
Northeast 25.9 -14.9 -2.3 43.6 43.6
North Highlands 15.5 -10.9 -17.5 78.1 -42.9
Northwestern 41.1 13.7 -10.4 bl **
Park 98.3 -11.1 0.0 * *
park Forest 1.0 0.4 -28.1 C c
Park Ridge 6.9 5.0 ~14.2 79.9 -108.8
Parkview 4.3 -10.9 -5.2 * *
Polk 100.0 c c * *
Progress 100.0 -65.0 -12.7 -78.0 100.0
Red Oaks 6.1 -10.9 -23.7 87.7 -67.2
Riveroaks 0.5 -14.8 -10.3 * *
Ryan 99.2 -66.8 7.9 -98.1 98 9
Shenandoah 4.6 -2.8 23.8 * *
South Boulevard 99.5 o] 63.9 o) c
Tanglewood 0.7 -11.4 -23.7 97.7 42.3
Twin Oaks 1.7 =8.5 -2.0 -33.3 -18.6
University Terrace 80.3 132.6 4.0 1.7 17.4
villa del Rey 4.1 -5.6 -25.0 94.1 -69.7
Walnut Hills 55.1 -3.7 -25.9 -22.2 27.0
Wedgewood 1.2 -7.1 9.2 * *
Westdale 71.4 ~40.6 -20.2 -55.6 66.9
Westminster 3.6 -3.2 -5.6 8.8 -~110.4
White Hills 10.7 l.2 -16.2 73.4 -95.4
Wildwood 20.3 -34.6 -0.8 -25.5 -22.2
Winbourne 48.0 -35.2 -24.1 & * *
Zachary 22.0 -24.5 14.0 47.5 -4.0
Middle Schools
Baker 2107 1406 . 3207 -116.2
Broadmoor 8.2 ~-4.1 58.7 -45.4
Capitol 100.0 -47.4 ~76.2 100.00
Central 13.2 -19.3 56.1 -43.3
Crestworth 99.8 -25.4 -60.3 99.3

¥ T pesignated racially isolated by court order,

** Designated desegregated by court order.

*** Magnet School.

a 1981 for elementary schools; 1982 for secondary schools.
b Elementeéry schools only in 1982.

Missing data.
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Table 7
White Enrollment Loss 1981, 1982
and Reassignments 1981, 1982

(continued)
Postb
Imp.a Imp.
% L3 Inp.2 Imp.a
1980 White White ) %

% Enroll. Enroll. Black White

School Name Black Loss Loss teass Reass
Glen Oaks 79.7 -17.6 3.3 66.7
Istrouma 32.6 bl ol wk
Kenilworth 29.7 -21.5 38.2 -196.6
McKinley 95.9 kX ol A
Northwestern 42.1 -0.3 35.4 9.8
Park Forest 42.2 -46.4 46 .0 47.0
Prescott 58.3 -14.4 -20.4 7.9
Scotlandville 99.4 -63.0 -172.1 97.6
Sherwood 2.7 -12.7 94.8 -93.4
Southeast 4.1 -11.8 80 109.9
) valley Park 35.7 -36.5 22.7 26.1
" Westdale 58.1 -29.4 -20.4 51.5

High Schools

Baker 2/.0 2.7 39.6 -14.9
Baton Rouge l6.7 ol ol ol
Belaire 17.7 1.7 39.2 -27.0
Broadmoor 3.5 -11.2 80.6 -7)..0
Capitol 98.8 -78.0 * *
Central 14.5 1.3 52.5 -%6.0
Glen Oaks 58.3 -20.7 -5.1 48,2
Istrouma 70.5 -21.1 -43.4 27.5
McKinley 98.9 -54.5 -100.0 98.6
Northeast 91.2 c c c
Robert E. Lee 30.5 1.7 12.8 -9.6
Scotlandville 99.9 *hE oo ol
Tara 18.9 4.3 54.2 -23.1
Woodlawn 4.1 3.6 69.4 -35.7

Zachary 44.0 N.4 -1.3 17.1

* Designated racially isolated by court order.

** pesignated desegregated by ccurt order.

*#* Magnet School.

a 1981 for elemantary rchools; 1982 for secondary schools,.
b Elementary schools only in 1982.

c Missing data.
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Table 8

White Enrollment Loss Rates@ for Schools of Vvarying 1980
Racial Composition

. Pos t=-C
Implementationb Implementation
Year Year
All Schools % %
> 90% black - 58 14
> 35% and <90% black - 13 - 12
< 35% black - 8 - 14
Elementary Schools
> 90% black - 61 14
> 35 and <90% black - 7 - 12
¢ 35% black - 10 - 14

Middle Schools

> 90% black - 45
> 35 and <90% black - 24
< 35% black - 11

High Schools

90% black -
35 and <90% black -
35% black

Alvv
—~ "
W b ~J

¥ percentage Of white students who did not enrcoll at their
assigned school.

b 1981 for elementary schools; 1982 for secondary schools.
C 1982; elementary schools only.
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Table 9

pPartial Correlations Between Wh
School Characteristics Controlling

% Students free lunch 1980
Age of school

‘Reading scores 1980
Reading scores 1981

Math scores 1980

Math scores 1981

size of school

Busing time

Busing distance

Black principal 1980

Black principal 1981
pupil/teacher ratio 1980
pupil/teacher ratio 198l
Female principal 1980
Female principal 1981

4 gift./talented class. 1981
# black'M to M rec. 1981

& black teachers 1980

¢ black teachers 198l
Elem. magnet prog. 1981
Extended day magnet 198l
Special focus program 1981
Academic add-on prog. 1981

Implem. Year
% Black 1980
Formerly
Black
Schools

«25
.07
-.11
-.19
-.06
-.07
-024
.28
.26
-.37*
-.34
-.07
-.07
.31
.28
.04
-001
.23
-.00
-.25
.84*
-.31
-.25

*significant at .05 or better.

ajnsufficient degrees of freedom to

A

)

ite Enrollment Change and
for Percent Black 1980, 1981

Post-Implem.
Year
§ Black 1981

Formerly Formerly
White Black
Schools Schools
.18 .48*
-.06 .04
.04 ~-.40%
.04 -.36*
.01 -, 40*
.07 -.36*
-,08 17
. 74* -,02
.60* .03
a .03
.15 -.15
-.09 .01
-.14 .14
007 "'008
.20 -.13
.10 .18
.07 -.07
17 J41*
-.04 .24
a .44*
a .B4*
.11 .01
a .44
calculate a correlation.

/

Formerly
White

Schools

.52*
.01
-.39*
-.03
-e37
-.01
-.17
J42*
<45*
a
-.30
.06
.11
-.25
-.28
.16
-.05
.15
.09
a
a
-.06
a




Table 10

Implementation Year White Enrollment Change@

\
!

e}

o

Formerly
Black Schools
xP b
Independent Variables
(standard error) (.299)
% Free Lunch 1980 .06 5.401
' (3.359)
‘Black Principal 1980°€ .42 -.293
' (.128)
School Size 897 d
Constant -.104
r2 .31

Beta

_051

.42

_041*

Significant act the .05 or better level.

Formerly
White Schools
xb b Beta
030 e 282 ""'033
(.243)
.03 3k401 .33
(2.971)
.17 d
947 -.00005 -.09
(.00009)
e 0 53
. 0 5 e \\-' taniunt ¥

1981 for elementary schools; 1982 for secondary schools.

In this table X percentages are expressed as proportions.

l = yes, 0 = no.

Not s.rong enough to remain in the equation.

b &




Table 11

post-Implementation Year White Enrollment Change
(elementary Schols Only)

Formerly ‘ Formerly
Black Schools White Schools
: X2 b Beta XT b Beta
Independent variables |
¢ Black 1980 .65 b .30 «240 . 24>
(standard error) (.047)
¢ Black 1981 .60 1.228 8L .39 .183 .12*
(.202) (.064)
Black Principal 1981 .46 -.144 -.21* .29 b
¢ (.057)
% Free LUnCh . 006 "40705 -038* 4-03 ' b
(1.791)
Schuol Siue 898 -.00014 -.51* 947 -.,0002 ~.33*
(.0000) (.0000)
Elem. magnet (l=yes, 0=no) .08 .781 62* .03 l.168 .66*
(.112) (.052)
Busing distance 3.5 -.023 -.18 1.5 b
‘ (.011) :
Constant -.076 -.051
r2 .86 .98

* significant at_ .05 or better.

a Tn this Table X percentages are expressed as proportions.
b Not sirong enough to remain in equation.
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Table 12

Actual and Predicted Enrollment Change Under Current Plan, 1975~1987

Bl. Wh. A B

Enrnllment ] Enr. Enr. Enr. Enr.
:ar Black White Total White Sbw Change Change Change Change
)75 26,440 41,554 67,994 6l.1
176 26,479 41,859 68,338 6l.3 .00l .005
)77 26,¢01 41,376 68,277 €0.6 .016 -.001
)78 26,849 40,317 67,166 60.0 -.002 -.026
379 26,697 39,379 66,076 59.6 25 -.006 -.023
380 26,859 37,220 64,079 58.1 28 .006 -.055 -.039
381 26,739 32,974 £.,713 55.2 35 ~-.004 -.114 -.049
382 26,859 29,179 56,038 52.1 42 .004 -.115 -.060
REDICTED
983 26}832 26,203 53,035 49 .4 41 -.001 -.102
984 26,778 23,871 '50,649 47.1 | 40 -.002 -.089
985 26:698 22,057 48,755 45.2 39 ~-.003 ~.076
986 26,591 20,667 47,258 43.7 38 -.004 ~-.063
987 26.491 13,613 46,104 42.5 37 -.004 ~.051

Wwhite Enrollment Change

his is a linear prediction fi

white Enrollment Change

-
-

his is a prediction from a linear le
ost-implementation loss ratev of four southern countywide school districts:
harlotte-Mecklenburg, Nashville, Montgomery

gEst COF

\ pNPALNB\E'

n the 1975-197Y loss rate trend.

ast squares analysis of the

, 7ad Caddo parish (Shreveport) .




Table 13
gEnrollment and Transfer Data 1983,* 1987

1983* 1987 Pre~Tranfer Enrollment
Adjusted for Ewrollment Change, 1982-1987
post-Transfer Enrollment - Outcome 1 _Outcome 2
Propor- ~ post-Transf, Propor- Add'l M-M Propor-~
tion Capa~- Transfers Enrollment tion Tranafers tion

Black White Whits city Black white Black White Black White white Black White Black White White

Blem. 8Schools

Audubon 169 192 «532 567 22 520 -100 22 420 .950 100 122 420 .775
Bakerfield 226 241 «514 567 217 113 - 50 167 113,404 167 113 .404
Baker Heights 343 222 ¢392 648 64 223 - 50 84 173 .673 84 173 .6M
Banks 500 5 .009 594 436 S - 50 386 5 .013 -100 286 5 ,017
Beechwood 157 7% «317 432 531 6 -100 431 6 014 ~100 331 6 .018
belfalr 183 35 . 160 432 329 0 - 50 279 0 .0r0 -150 129 0 .000
Bell.xille 20 514 .9 62 648 23 &5 -100 23 315  .932 100 123 315 ,719
pernard Terr, 233 19 434 432 154 54 154 54 .260 154 54 .260
proadmoor 164 124 431 648 4 129 - 50 4 ” 0952 50 54 79 .594
Brookstown 290 18l .384 567 87 159 - 50 87 109 556 87 109 .556
Brownt (elds 276 247 <472 567 39 180 - 50 39 130 .769 39 130 .769
Buchanan 174 123 418 513 384 12 - 50 334 12,035 -100 234 12 .049
Cedarcrest?® 180 243 574 648 180 243 180 243 «H574 180 243 574
Claiborne 162 182 .529 486 290 ‘68 290 168 .367 290 168 ,367
Crestworth® 204 250 . 551 567 204 250 204 250  +551 204 250 ,551
palton 485 17 c034 567 565 30 - 50 515 30 .055 -100 — 415 30 ,067
Delmont 332 127 “277 459 400 40 ~ 50 350 40 ,103 -100 250 40 .138
Duf rocy 330 66 167 459 432 9 -100 332 9 «026 -100 232 9 ,037
gden Park 326 63 162 513 529 4 ~100 429 4 .009 -100 329 4 012
Porest Heights 194 128 <391 567 410 69 -5 -39 360 30 .077 -100 260 30 .103
Clen Oaks Park 189 142 49 567 306 58 - 50 256 58 .185 =100 156 58 .21
Goodwood 140 154 .519 405 4 87 - 25 4 62 912 50 54 62 .534
Greunbriar 196 229 «539 567 21 461 ~-150 21 311 937 150 171 311 .645
Greenville 237 157 .398 702 719 9 -100 619 9 014 -100 519 9 .017
Hardi g 197 67 __ .254 567 449 7 449 7 .015 -100 349 7 .020
Highland 123 138 .523 459 139 180 -5 13 130 . 483 ' 139 130 .483
Howeil Park 184 106 «3165 486 219 77 ~ 50 189 77 .289 189 77 .289
Jefferson Terr. 15¢ 343 « 686 648 72 385 -5 72 3135 «823 150 222 135 .60l

* Asaumes, fo. sake of calculatiuns, all propcsed majnets impiemented in Fall 1983.

Does not include 1983 white enrol'ment lose estimato shown in Table 1.

P
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Table 13
(cont inuad)

1983* 1987 Pre-Tranfer Enrollment
Adjusted for Enrollment Change, 1982-1987
pPost-Transfer Enrollwent Dutcome 1 outcome 2
Propor~ post-Transf, Propor- Add'l M-M o Propor-
tion Capa- Transfers Enrollment tion Transfers tion

Black White White city Black wWhite Black White Black White white Black White Black White White

¢ La Bslle Alre* 208 20 «56) 648 208 269 208 269 «564 208 26 +564
Lanier 221 256 «537 5¢7 136 276 -25 136 251 649 136 251 649
Lasalle® 175 182 510 567 175 182 175 182 «510 175 182 «510
Magnolia Woods 135 112 «450 567 100 132 100 132 +569 100 132 569
mayfair 106 __ 207 . 661 431 219 250 219 250 «533 219 250 + 533
Melrose 155 123,440 324 155 100 155 100 0392 155 100 0392
merrydale 257 175 410 594 525 89 - 50 475 89 .158 -100 375 89 192
Nicholson 91 9 o111 378 342 19 -100 242 19 073 -100 142 19 .118
Northdale® 83 9 «520 216 83 89 a3 89 « 517 LX) 89 517
Northeast 254 542 . 680 1215 169 328 - 50 169 278 « 622 169 278 « 622
North Highland 222 133 «370 432 59 117 - 25 59 92 . 609 59 92 « 609
Northwesterr 147 243 « 623 486 222 321 222 321 «591 222 321 «591
park* - 253 3 «550 702 253 309 253 39 «550 253 30 «550
Park Forest 201 225 «528 648 3 184 - 25 3 159 .9861 100 103 159 « 607
park Ridge 262 214 « 449 567 37 236 - $0 37 186 834 100 137 186 .576
Packview 22 441 «952 648 24 394 -125% 24 269 918 100 124 269 . 684
Polk 272 0 9 486 542 27 - 50 49?2 27 «052 -100 392 27 .064
Progress 239 86 +260 648 73 1 - %0 663 1 .002 -100 563 1 .002
Red Oaks 224 175 « 440 648 33 422 ' -100 33 322 907 150 183 322 .638
Riveroaks b ] 386 «987 621 5 351 -100 5 257 .981 100 105 257 « 710
Ryan o 233 67 0220 567 300 12 - 88 212 12 «054 - 50 ) 162 12 069
Sharon Hills 278 216 437 59 ° 271 269 - 80 271 589 411 2N 189 «411
shenandoah 35 M1 933 567 rs ] 431 - 75 29 56 925 200 K 229 356 679
South Blvd,* 116 117 «500 324 116 117 116 117 «502 116 117 «502
Tang lewood* 169 200 542 648 169 200 169 200 «542 169 200 542
Twin Oaks 11 328 968 648 11 280 - 50 11 230 954 100 111 230 «674
Univ, Terr, 248 242 +490 459 38l 33 - 50 331 13 .091 - 50 28l kR ) 10%
Villa Del Rey 226 158 411 567 12 89 12 89 .881 50 62 09 «589

¢ Assumes, for sake of calculations, all proposed magnets implemented in Pall 1983,
Does not include 1983 vhite enrollment losa estimate shown in Table 1.
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Table 13

(continued)
— 1983* 1987 Pre-Tranfer Fnrollwent
Adjusted for Enrollment Change, 1982-1987
Post-fransfer Enrollment Outcome 1 OQutcome 2
Propor- Post-Transf. Propor- Add'l M-M Propor-
tion  Capa- Transfers gnrol lment tion Transfers tion
plack ¥hite White city Black White  Black white Black White White Black White Black White White
walnut Hillse 203 149 423 540 275 91 -50 225 9] .208 225 91 .208
wedgewood 9 545 «9 84 648 8 475 -100 8 375 9 100 108 375 776
Nestdale 175 104 «370 567 234 90 -50 184 90 328 184 90 328
Westmi.ster 137 255 « 651 567 12 182 -25 12 157 929 100 112 157 .584
White Hillse 173 191 529 567 20 216 -50 28 166 856 100 128 166 « 565
wildwood — 195 243 . 555 486 100 250 - 40 100 210 . 677 100 210 .677
winbourne 240 112 318 459 38l 105 -50 331 105 241 -100 231 105 313
tachary 2)9 a1 +37N 567 67 216 -5 67 191 . 740 50 117 191 . 620
Total 12,091 12,509 12,278 9,392 0 0 12,278 9,392 12,278 9,392

middle Schools

Baker 402 361 .47 664 94 05 - 150 394 345 467
8roadmoor 366 433 .541 Closed

Capitol 366 184 2335 918 129 185% -211 = SO 518 135 «206
Central 441 481 522 1026 400 5%0 -200 400 350 . 467
Crestworth = 137 210 « 359 1026 714 106 -200 - 57 514 49 .087
G[alqov 252 300 «54) 810 366 432 ~100 366 332 ,476
Glen Oaks 538 349 «393 1188 1036 278 300 -~150 ns 128 .148
Istrouma® 342 664 +620 1242 342 684 Ja 684 +667
Kenilworth 292 332 530 999 M2 366 -200 - SO 02 316 391 (Same as for Outcome 1)
McKkinley®* 242 896 «7187 1593 442 896 442 89 6 «.670
Northwestern 339 324 . 490 81 168 245 - 50 ~100 il6 145 .551
park Porest 412 355 - 460 945 14 47N 200 -200 214 27 «559
Prescott %27 287 «15) 1269 870 204 -150 =100 720 104 «126
Scotlandville 111 14) 560 Closed

Sherwvood?® 327 377 «535 45 327 37 327 377 «536
Southeast 378 480 «560 1026 29 919 100 =500 19 419 . 1865
Valley Park 287 206 . 499 918 92 469 =250 92 219 « 704
Westdale 274 321 «540 972 724 250 -200 -~ SO 424 200 321

* Assumes, for sake of calculations, all proposed magnets implemented in rall 1983,
Does not include 1983 white enrollment loss estimate shown in Table 1.
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Table 13
(continued)

1983* 1967 Pre-Tranfer Enrollment
Adjusted for Enrollment Change, 1982-1987
Post-Transfer Enrollment Qutcome 1 Qutcome 2
Propor- Post~-Transf. Propor- Add'l M-M o Propor=-
tion Capa- Transfers Enrol lment tion Transfers tion

Black White White city Black White Black White Black White white Black White Black White White

High Schools

Baker 770 860 .528 1485 962 403 -400 -~100 562 303  .350
Baton Rouge* 208 98l .825 1566 308 981 308 981 .76l
Belaire 576 965 .626 1620 118 129 - 46 -883 72 416  .852
proadmoor® 505 618 .550 1404 505 965 505 965  .656
Capitol® 622 760 .550 1728 622 760 622 760 .550
Central 474 1N 619 1458 34 1185 100 -850 134 335  .714 (Same as for Outcome 1)
Glen Oaks N1 659 .481 1701 1255 530 -436 =200 819 330  .287
Istrouma 739 449 .378 1728 1271 420 -368 ~-100 903 320  .262
McKinley 507 254 .334 1431 1426 195 -500 - 50 926 145  .135
Mortheast 232 317 .577_1215 243 334 243334 579
Robert E. Lee 660 712 .519 1242 759 639 Z200 =100 559 539 .491
Scotlandville® 515 630 .550 1431 515 630 515 630  .550
Tara 482 889 .648 1512 906 614 -200 -200 706 414 370
wood lawn 139 823 .856 999 T3 1042 100 =553 173 489  .739
Tachary 296 425 .589 1269 326 658 -300 _ 326 356 .52
Total 7,436 10,113 7,373 7,319 0 0 7,373 7,319
special B4, 389 201 612 272 612 272
Bystem Total 26,491 21,954 26,491 21,953

* Assuses, for sake of calculations, all proposed magnets implemented in Fall 1983,
poes not include 1983 white enrollment loss estimate shown in Table 1.
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Table 14

predictnd Enrollmeﬂt and Interracial contact (Sbw)
Under the U.S plan and the Ccart's Plan

wh.
Enrollment Enr.

year Black white Total Change A _White Sbw
U.S. PLAN (OUTCOME 1)

1982 26,859 29,179 56,036 -.115 52.1 42

1983 26,833 25,823 52,656 -.115 49.0 442

1984 26,778 23,524 50,302 -.089 46.8 423

1985 26,698 21,736 48,434 -.076 44.9 41

1986 26,591 21,736 48,327 0 45.0 -—

1987 26,491 21,953 42,444 - .01 45.3 32
U.S. PLAN (OUTCOME 2)

1982 26,859 29,179 56,038 -.115 52.1 42

1983 26,833 25,823 52,656 -.115 1 49.0 442

1984 26,778 23,524 50,302 -.089 46.8 422

1985 26,698 21,736 48,434 ~.076 44.9 41

1986 26,591 21,736 48,3?7 0 45.0 -

1987 26,491 21,736 48,227 0 45.1 36
COURT'S PLAN

1982 26,859 29,179 56,03% -,115 52.1 42

1983 26,832 26,203 53,035 -.102 49.4 41

1984 26,778 23,871 50, 649 -.089 47.1 40

1985 26,698 22,057 40,755 -,076 45.2 39

1986 25,591 20,667 4 258 -.063 43.17 38

1987 26,491 19,613 46,104 -.N51 42.5 37

a FPor sake of simplicity, ass
b por sake of simplicity, ass

felt until 1986,

-~~~ Pigures for 198
o 1987 figures.

6 not calculat

umes all magnet
umes court's plan phas

7y

s implemented in Fall 1983
e-out effect not

ed. Can be interpolated from 1985 and




Appendix A

ElementangSchooi Attendance Zones

Upon implementation of the appropriate magnet program,
the neighborhood attendance zone for each magnet school shal?
cease to exist and attendance shall be on a Parish-wide basis.
Reassignment of students residing in the current attendance zones
of these schools who do not attend the magnet programs therein is
set forth above in the sections of this plan detailing magnet
school implementation.

All schools shall have attendance zones incorporating the
population zones listed below. These include the former
attendance zones of magnet schools.

1. Audubon
113
114
116
117
118
124
128
136
138 (northern 1/2)
313

2. Bakerfield
027
032
033
034
039
347

3. Baker Heights
035
036
n37
038
040
041

4. Banks
088
325
337




10.

Beechwood

042
043
052
061
062
065
066

Belfair

205
207
208

Bellingrath Hills
003
004
005
006
007
320
321

Bernard Terr:ice

216 (southeast 1/4)
2217
235
236
237
245
246

Broadmoor

110
111
112
115
164
165
166
253
309

Brookstown

160
174
177
178
179
180




11,

12,

13,

14.

15.

16.

17.

181
182
183

Brownflelds

044 :
045 i
046
047

Buchanan
269
270
271
272
277
278

Claiborne

084

147

151

156

162 (northern 1/2)

Dalton
197
198
199
200

Delmont

162 (southern 1/2)
172

190 (western 1/2)

Dufrocq

216 (southwest 1/4)
223

224

225

226

238

310

311

312

Eden Park
213 (northern 1/2)
214




18.

19.

20,

21.

22.

215
216 (northern 1/2)
220

Forest Helghts
011

072

074

075

076

077

078

079 .

080

085

092 (northwest 1/2)
319

Glen Oaks Park
012 :
073 !
149
150 ‘
153 )

Goodwood
228
229
230
231
232
233
234
241
254
338

Greenbriar

008 (northeast 1/2)
v09

092 (souathwest 1/2)
097

100

318

334

349

Greenville
202

543




23.

24.

25,

26.

27.

28.

206
209
210
211
212
213 (southern 1/2)

Harding
053
054
068
069
070
071
089

Highlard
054

274
275
276
281
283
300
301
302
303
304

Howell Park
184
186
191
192
193
194

Jefferson Terrace
138 (southwest 1/2)
139

141

143

169

315

LLanier

i T

010
152

Magnolia Woods




29.

30.

31.

32.

33.

34.

288
292
293
294
296
297
298
299
327
328

Mayfair
144

l/vu
287
289
290
314
329
330

Melrose
201
203

Merrydale
081
083
086
087
094
095
148
154
155
336

Nicholson
217
228
2.9
221
222 (northern 1/2)

Northeast
001

North Highlands
157
158

Ve
et
~ -
e




35.

36.

37.

38.

39.

40.

‘l.

159
161
173
175
176
331
332

lWorthwestern
013
015
017
018
028

Park Foresc
101
102
103
104
105
106
308

Park Ridge
002
030
031

Parkview
137
140
142

gplk
222 (southern 1/2)
239
240
252
265

Progress
055

05¢
057
058
059
067

Red OQaks




42.

43.

44.

46.

47.

48.

098
097
10t
335

Riveroaks
121

122

123

339 .

Ryan
051

060
063
064

Sharon Hills

008 (northwest 1/2)
048

049

05¢C

082

Shenandoah
096
129
130
131
132
133
134
314

Twin Oaks
119
120
306

University Terrace
266
267
268
273




50.

50.

51.

52.

53.

Walnut Hills

248
249
250
251
259
261
262
263
264
279
280
284
344
345

Wedgewood
125
+26
135
305

Egstdale
242
243
244
247
256
257
258
260
282
285
286
350

Westminster
127
167
168
255
343

White Hills
026
029
342
346
348
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54.

55.

56.

10

Wildwood
145
291
295
317
326
341

Winbourne

187

188

183

190 (eastern 1/2)
195

196

Zachary
014

0l6
019
020
021
022
023
024
340

5.

y Y




Appendix B

Middle Schcol Attendance Z .ies
Za

The middle school attendance zones shown belr. are based
on the elementary school attendance zunes shown in Appendix A.

l. Baker

Baker Heights
Bakerfield
Beechwood

42

43

52
Park Ridge
White Hills

2. Capitcl

Belfair
Greenvil.e
dowell Park
Melrose
Red Oaks

108
Villa Del Rey

3. Central
Bellingrath Hills
Greenbriar

Glen Oaks Park
Forest Heights

4. Crestworth

Brownfields
Progress
Ryan

Sharor, Hills

3. Glasgow

Jefferson Trrrace




10.

Mayfair
Walnut Hills
Westdale

2506

257

260

282

285

286

Ranks
Claiborne
Harding
Lanier
Merrydale

Kenilworth

Buchanan
Highland
Polk

252

265
Magnolia Woods
University Terrace
Wildwood

Northwestern

Northwestern
Zachary

Park Forest

Park Forest
Red Oaks

98

99

335
Twin Oaks

Prescott

@ cbonr e kst L




11.

12,

13.

Brookstown
Dalton

Delmont
Nicholson

North Hizhlands
Winbourne

Southeast A

Parkview

River Oaks
Shenandoah
Wedgewood

valley Park

Audubon
117
118
124
128
136
138
313

Broadmoor
115
164
166
253
309

Goodwood
241
254

Westdale
242
243
244
246
247
258
350
351

Westminster

Westdale

s T e S A

Audubon




113

114

116

117
Bernard Terrace
Broadmeor

110

111

112

i6¢

bufrocqg
fden Park
Goodwood

230

231

232

233

338
Polk

.3




Appendix C

High School Attendance Zones

The high school attendance zones shown below are based on
the elementary school attendance zones shown in Appendix A.

l. Baker

Baker Heights
Bakerfield
27 (southern 1/2)
32
33
34
39
Beechwood
Park Ridge
Progress

2. Belaire

Audubon
Howelli Park
191
192
Melrose
Park Forest
Red Oaks
Villa Del Rey

3. Central
Bellingrath Hills
Greenbriar

River Oaks
Twin Oaks

4. Glen Oaks

Brownfields
Forest Heights
Glen Oaks Park
Harding
Merrydale

Ryan

Sharon Hills

SRy




5. Istrouma

Banks

' Brookstown

R Claiborne
/ Dalton
/ Delmont
Howe.l Park

184

186

193

194
Lanier
North Highlands
Winbourne

6. McKinley

Buchanan

Eden Park

Highland

Nicholson

Polk

University Terrace

Walnut Hills (excluding 248 and 249)

\

7. Northeast

Northeast

8. Robert E. Lee

Dufrocq
Magnolia Woods
Mayfair
Walnut Hills
248
249
Westdale
Wildwood

9. Tara

B

Broadmoor

95




10.

11.

Belfalr

Bernard Terrace
Greenville
Goodwood
Westminster

Woodlawn

Jefferson Terrace
Parkview
Shenandoah
Wedgewood

Zacharz

Bakerfield
027 (northern 1/2)
347

Northwestearn

White Hills

Zachary

€}y

)t




APPENDIX D
MAP KEY
POPULATION ZONE MAP
ELEMENTAPRY SCHOOL ZONE MAP
MIDDLE SCHOOL ZONE MAP

HIGH SCHOOL ZONE MAP
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East Baton Rouge
School Map Key, 1982

Elementa

Audubon
Bakerfield
Baker Heights
Banks

Beechwood
Belfeir
Bellingrath Hills
Bernard Terrace
Broadmoor
Brookstown
Brownfields
Buchanan

Cedarcrest/Southmoor

Claiborne
Crestworth
Dalton

De lmont
Dufrocq

Eden Park
Forest Heights
Glen Oaks Park
Goodwood
Greenbriar
Greenville
Harding
Highland
Howell Park
Jefferson Terrace
La Belle Aire
Lanier

LaSalle
Magnolia Woods
Mayfair
Melrose
Merrydale
Nicholeon
Northdale
Northeast
North Highlands
Northwestern
Park

Park Forest
Park Ridge
Parkview

Polk

Progress

/s

E2
Eb
E3
E?
E9
Ell
El2
ELl3
El4
El7
El8
E19
E23
E27
E2Y
E3l
E32
E33
E34
E36
E40
E4l
E42
E43
E44
E45
E47
E50
E52
E53
E54
E56
E57
E60
E6l
E63
E64
E3-N
E65
E2-N
E67
E68
E70
E71
E72
E76
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East Baton Rouge
School Map Key, 1982
(cont'd)

Red Oaks
Riveroaks

Ryan

Sharon Hills
Shenandoah
South Boulevard
Tang lewood

Twin Oaks
University Terrace
Villa del Rey
Walnut Hills
Wedgewood
Westdale
Westminster
White Hills
Wildwood
Winbourne
Zachary

Middle Schools
Baker
'Broadmoor
Capitol
Central
Crestworth
Glasgow
Glen Oaks
Istrouma
Kenilworth
McKinley
Northwestern
Park Forest
Prescott
Scotlandville
Sherwood
Southeast
Valley Park
Westdale

High Schools

Baker
Baton Rouge
Belaire
Broadmoor
Capitol
Glen QOaks
Central

J9

E78

E79

E8l

E96

E97

E100
E103
E118
E106
E107
E108
E109
E11l0
Elll
Ell2
El1l3
Ella4
El-N

M16
M21
M25
M30
M37
M39
M49
M51
M59
M1l-N
M6Y
M75
M94
M98
M101
M116
M117

H4

H8

H10
H15
H20
H38
H24




East Baton Rouge
School Map Key, 1982

(cont'd)
Istroums
McKinley
Northeast
Fobert E. Lee
icotlandville
Tara
Woodlawn
Zachary
Schools Closed by Court Order
A - Alsen
B - Capitol
C - Fairfields
D - Hollywood
E - North Scotlandville
F - Perkins
G - Port Hudson
H - Reday
J - Scott Center
K - Sherwood Forest
L - South Greenville
M -~ Southdowns -
N - Wyandotte
0 - Zion City

H&48
H58

" H2-N

H80
H93
H104
H115
Hi-N
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When students learn in small, carefully structured learning teams and are re-

warded for working toward a common goal, thcy help one another learn, gain in

self-esteem and feelings ¢ f individual responsibility for their learning. and

increase in respect and liking for thelr classmates.

Student Team Learning: RICHLAND SCHOOL DISTRICT ONE
~ Columbia, South Carolina

Virginia Stuustill .
Coordinating Teacher

Brain Cells and Asteroids -- topics in a
science class? Division Bulldogs and Burn-
side Cobras -- new breeds of animals? Not
in Richland School District One, in Colum-
bia, South Carplina. These are the team
names of students who have earned first
place in their classrooms by learning the
“eooperative way." :

More than 2,000 students in approximately
200 classes throughout our district are
teaning up to learn in classes ranging from
math and languaze arts to business educa-
tion and art in grade levels 2 through 12,
Teachers, principals, parents, nnd wost of
all, the students themselves are excited
about the positive effects of Student Team

»

"Learning on learning, motivation, and inter-

group re;ations. How did it all begin?

" In August, 1980, the prog.am was implemented

full-scale in 10 target schools chosen in
"feeder patterns” eo students could continue
to experience team learning as they were
promoted to higher grade levels. The pro-
gram was funded through an ESAA grant aimed
at improving integration in these 10 racial-
ly balanced target schools.

The Student Team Learning staff included 10
facilitating teachers and aides, assigned in
pairs to each of the target schools. The
facilitator's role was to recruit teachers
on a voluntary basis, train them in the team
learning strategy of their choice, and sup-
port their use of the program. The aide's
{continued on next page)

International Conference Coming in July

Cooperative learning is an international
concern among educators. The International
Association for the Study of Cooperation 4n
Education will hold its second internation-
al conference this summer, July 6-9, at
Brigham Young University in Utah.

The first conference was held in 1979 and
brought together educators from nine coun-
tries and provided impetus for the forma-
tion of the Association. It also resulted
in a malor volume on research and practice,
Cooneration in Education, edited by Sharan,
I:R\() Webb, and Hertz-Lazarowitz (Brigham

Young University Press, 1980).

The second international conference will
feature four days of invited speakers,
workshops, research presentations, and
media presentations related to cooperation
in education.

I1f you're interested in studying, doing, or
researching cooperation in educational set~-
tings, - the conference may be what you 're
looking for. For further {information, con-
tact Dr. Clark Webb, 120 MCRB, Brigham
Young University, Provo UT 86602.

11
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Columbia, SC (continued)

role vas clerical, to provide, the necessary
support materials. Neither staff person had
classroom duties, but served as "staff de-
~elopment" personnel working directly with
teachers to improve instruction.

The 20 staff members and.their principals
vere trained by Ruth Carter in 1980. Aware-
. hess sessions were conducted in the schools
during the opening days of the school year.
‘With the first recruits signed up, training
began in September. By January, 1981, 75
teachers and 2,500 students were involved.
TGT was the most popular strategy; several
teachers found that STAD and Jigsaw best
 suited their instructional programs.

As the year progressed, teachers expanded
their use of the program to additional .
classes and/or strategies, and in each
school a solid core of committed teachers
emerged, Assisted by facilitators and
aides, teachers developed worksheets in
many subject areas, and a district-wide
system of sharing materials began. Many
ideas developed for the recognition of
tean winners -~ from "No. 1" badges worn
by third graders to high school newslet-
ters that named the winning teams from
all the Student Team Learning classes in
the school. Students became adept at do-
ang their own scoring, some even becoming
official "STL Student Assistants."

A district-wide videotape was produced in
March, 1981. A district-wide newsletter

Videotape Available

A 30-minute videgtape produced by Rich-
land School District One outlines the
Student Tam Learning program’s use in
the district, shows the classrooms in
action, and contains interviews with
students and teachers. '

Copies are available to interested
school districts on request. Send a
blank tape to Mrs. Betty Foran, Direc-
tor of Medi{a Services, Richland School
District One, Waverly Annex, 1225 Oak
Street, Columbia SC 29204. Indicate
that you would like a copy of the STL
videotape.

Q -

e o .;g&%

was published quarterly to acquaint dis-
trict personnel with the project, generate

‘interest among other principals and teach-

ers, and give the 100 Student Team Learn-
ing teachers & feel for how the program
was developing {n schools outside their
own., Both efforts served their intended
purpose of "spreading the gobd news about
Student Team Learning." ‘

Overall, the first year of the project was
successful, Teachers witnessed an increase
in student achievement and motivation, as
well ag positive effects on human rela-
tions, Students indicated they learned
more and found it to be interesting and
enjnyable to work conperatively with their
classmates. The 198(~81 ESAA evaluation,
comparing students in (experimental) STL
classes to a control giroup, found signifi-~
cant improvement in the experimental group
in the area of choosing learning group
companions of other races.

The 1981-82 school year breught some chan-
ges in the design of the program. Budget
cuts caused reduction of the school-based
facilitators and aid.s from 10 to 7. Each
pair was assigned to two schools, bringing .
four more target schools into the project.

Dr. J. Richard Lewis helped get our second
year off to a good start with a training
session in August, 1981 for facilitators
and principals of the 14 schools. As of
February, 1982, program participation has
increased to approximstely 135 teachers.
Emphasis has been placed on coordinating

~ Student Team Learning techniques and in-~

structional materials with cthe statewide
basic skills objoctives. Teachers are
finding the team learning processes to be
a worthwhile tool in meeting these in-
structional goals.

Training sessions are now offered at our
district's Teacher Center on & regular
basis for teachers in non-ESAA schools.
Other principals in the district have in-
dicated 21 interest in having their
teachers adopt the progrmmi

What has made the program a success?
Several factors are involved. First anrd
foremost is the sound methodology of the
$tudent Team Learning techniques. They
enable teachers to foster cooperation
while teaching the basics. Second has
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been the continuous support of our dis-
trict administrators and principals com-
bined with an enthusiastic, well-trained
and creative STL staff, Third is the
group of classroom teachers who have been
villing to adopt a new instructional ap~-
proach and who value the importance of
human relations as well as academics.

The team approach to learning is firmly
rooted in our district. We have come a
long way from the first time we viewed
the Johns Hopkins filmstrip in August,
1980, and we are very proud of the pro-
gram as it exigty today,

With experienced crainers, supportive ad-
ministrators, and dedicated teachers, we
look forward to the continued growth of

"teaming up to learn'” in Richland School
District One.

Materials Update

Metric Education materials for use with
Student Team Learning are now packaged and
available. They were developed under &
one-year grant from the Metric Education
program of the Department of Education and
include worksheets/games/quizzes that cover
three wveeks of instruction in learning basic
metric concepts and application. The mater-
ials are fifth/sixth grade level.

Also, a sample set of U. S, History mater-
4als is being prepared that contains many
Jigsaw units as well as TGT and STAD skill-
building units. The Jigsew units cover such
topics as discovery and exploration of the
new world, the revolutionary war, urbaniza-
tion, and so on. The skill-building units
cover map reading, timelines, and graphs. -

In addition, all current Student Team
Learning units are being retyped in larg.:r,
bolder type for clearer reproduction. At =~
the same time, revisions are being incor-
porated based on feedback from users.

This is a good place to insert a reminder.
Student Team Learning is a set of instruc-
tional processes ~- not a box of worksheets
and gamo/quizzes. Our curriculum materials
are most effectively used to help you begin
impler.entation of the processes and setve
a8 examples from which you can prepare your
own ' orksheets and game/quizzes that match
qujkjwn teaching objectives.

BEST COPY AVAILABLE

Newsletters and correspondence that
pertain to Student Team Learning in
Richland School District One are
immediately identifiable by their

~distinetive logo, created by the
project personnel.
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Hopkins Trai'ning Set
for May 6,7

A tvo-day training and information work-
shop will be conducted on May 6 and 7, -
1982, at the Hopkins University Center in
Baltimore by the Student Team Learning
project staff.

The purpose of this workshop is to certify
new trainers and to refresh the skills of
current trainers and users. Certified
trainers provide awvareness presentations,
teacher training, and technical assistance
to schools and districts nationwide.

Full certification as a trainer is based on
participation in the complete training
workshop, knowledge and understanding of
the Student Team Learning instructional
processes, classroom experience with the
processes, successful conduction of aware-
ness and training sessions, and individual
iuterest and capability.

No fee will be charged for attendance at
the workshop, but participants must pay
their own travel and lodging. For further
informatiou and registration forms, call
Ruth Carter (301/338-7569) or write to the
project. Registration will be limited to
50 participants.

]




esearch' Update " % First, the University of Tennessee Bureau
) of Educaticnal Research and Service (the

e results are in on a large-scale study BERS) in Knoxville, directed by Charles

if 1,487 ninth-grade gereral math students Peccolo, was chosen to coordinate the
inner-city Philadelphia, PA., The study Institute. : 3

vered a full year and compared the in- - L
tructional effects of Student Team Learn- % The Mid-Atlantic Appalachian Race D,geg-

g (the STAD process), Mastery Learning, . regation Assistance Center (MAARDAC),
irect Instruction, and a combination of headed by Fred Venditti, provided a di-
eam and Mastery Learning instruction. rector to coordinate the Institute ac-

- . tivities, a responsibility assumecd by
obert Slavin and Nancy Karweit directed Charlene Michael.

e study, which featured minimum research-

r involvement. Teachers were trained by % The Tennessee Statewide Facilitator Pro-

school district staff development team ject (TSFP), with director Charles A-
nd were fully responsible for program chilles and state facilitator Martin Mc-

plementation. ' Connell, matched the needs assessment to

: ~ specific National Diffusion Network "Pro-

e Student Team Learning method (STAD) - grams that Work" and invited selected pro-
roduced significantly increased math &- jects (including Student Team Learring)
hievement, as measured by a shorterned ° ' ' ¢o participate. }
ersion of the CTBS, compared to the other
nstructional processes (F=9.56, p £.01). # The Teacher Center in Nashville, direc~

so, Student Team Learning significantly . ted by Randy Randalls, was selected to
ncreased the achievement of lower-ability bouse the Training Institute,
tudents (F = 4.35, p <.05) conparcd to '
he control group. Other results aren'r " % The Metro-Nashville school district ident-
11 that clear-cut, however. None of the 1fied teams of two teachers and an admin-
ther instructional processes outperformed {strator from each of 100 target schools
he control group ——- in fact, the Mastery to participate in the Institute.
earning and Direct Instruction processes
howed a significant decrease in achieve- The planning and coordination that has led
ent compared to the control group. to the use of Student Team Learning in Nash-

7 ' ville reminds us once again that cooperation

e research report points out that, de- is the major way that adults get things done
pite the randomization involved in the in today's world — and cooperation in the
tudy, the control group had significantly classroom makes good sense as preparation
Jower pretest scores on all tests, wvhich for working {n the adult world.

de it non-equivalent to all the other
roups. The full report is available from —_

he Student Team Learning project. .
This newsletter is prepared and dis-
tributed through funds from the Na-

. ' . tional Institute of Education .and !!

tUdent Team Learning’ , the National Diffusion Network Divi- 0
ASHV'LLE, TENNESSEE ‘sion of the Lepartment of Ei--ationm. j

- The rpinicas expressed do not re~ <
ooperation is the key element of the Stu- flect tae policy ¢ " the Institute ii
ent Team Learning program, and it seems or Division, and ¢ official en- o
itting that cooperation among various a~ dorsement by thesc agencies should Q.
encies is the key element in the use of be inferred, S E;
he program in the Metro-Nashville School |
ystem. o . Direct all correspondence to Editor,

= . . : Studcnt Team Learning Newsletter,
n Nashville, five agencies pulled togeth~ Johns Hopkins Team Learning Project,
¢ to form a Training Institute to help Center for Social Org. of Schools,
eachers deal with issues of desegregatiop | 3505 N. Charles St., Balt. MD 21218

O seygregation. - e s
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Spotlight on Certified Trainers
PHIL LUCASSE |

Certified traine~s are vital to providing
gtudent Team Lear.ing training to teachers
across the country. To give them some
recognition for their efforts, we intend
to occasionally highlight the work of var-
fous trainers in this newsletter.

We begin, appropriately, with Dr. Philip
Lucasse, professor of education at Calvin
College in Grand Rapids, Michigan.

"] vas first captivated by the team-game
structurs back in 1970," Phil says. "I
used it at teacher in-service days as 2
member of the Education Department faculty
at Calvin College.

“In 1975, 1 participated in the design and
served as field coordinator for a study iu
Michigan. We used language arts with about
1000 junior-high students to compare the
effectiveness of traditional teaching, in-
dividualized instruction, and the Student
Team Learning TGT process. This study was
a major factor in gaining accepts ce in the
National Diffusion Network."

Phil also helped to develop the first TGT
training manual, and participated in the
first trainer certification seminar held
in 1978 ,in Washington, D.C.

“] gerve as a trairer for about ten in-
Bervice teacher workshops per year,” Phil
notes. "Although I've worked wainly in the
mid-West -- Michigan, Indiara, Minnesota,
and Illinois —- I've also trained in North
Carolina, Canada, Texas, and New Mexico.
This spring, I have commitments for train-
ing in Denver, Colorado and in Cassopolis
and Grand Rapids, Michigan.

"I really enjoy the training sessions ==
primarily because I've never had a bad oue.
The combination of a hands-on experience in
the training session with the obvious value
of the strategies never fails to generate a
very positive spirit 1in the participants.
And each session seems to provide some new
learning and refinements for me as well.

"To me, the most unusual set of instruction-
al wvorksheets and game/quizzes was made by a
vocational education teacher. His problem

©  getting his students to use the precise

labels for the tools, parts, and fasteners
that they used to repair cars. He pictured
and defined them on his worksheets and game/
quizzes -- from diaphragm pressure spring,
to #8 sheet metal screws, to Eacry-Out bolt
removers —- and used the Student Team Learn-
ing processes to get the students to learn
the names of the things. The resuits vere
fever 'hand me the gizmo' requests in his
shop classes.

"we all know the motivating power of Student
Team Learning. My most striking confirma-
tion of this was reported by a teacher at a
follow-up session. That very morning, one
of her students had insisted that his dad
bring him to school to participate in ~lass.
Immediately after the class, he went oack
home to elevate the plaster-encased leg that
he had broken playing football the evening
before. He couldn't miss that class, he
said, because 'his team needed him!*"

Thil not only serves as a certified trainer
—- he also teaches his st ‘dents at Calvin
College the Student Team Learning methods s
part of their coursework.

"I'm team-teaching a course called 'Effec-
tive Use ot Small-Group Strategies in Reg-
ular Classrooms.' We're using the Johnson
and Johnson text, Learning T- ~ether and A-
lone -- really a super book with a nice
section on Student Team Learning. In ad-
dition to the classroom work, our students
spend some time in an elementary classroom
during the fiusst part of the semester to get
acquainted with the teacher and class, to
identify some material that will be taught,
and then to design some lessons that use
small group strategies. My partner aad 1
model the small group strategies in our
teaching and, interestingly enough, all but
one of the students have chosen to use the
TGT or Jigsaw Student Team Learning methods
for their own teaching in the classroom."

Preventing Delinquency

Family, school, peers, and community all
influence the behavior of children, and
organizational changes in these domains can
change children's behavior in or:ler to pre-
vent deli.uency.

That's a simplistic summary of the ration-
ale behind a large R & D project to prevent
delinquency being conducted by the Center

for Law and Justice in Seattle, Washington




4n conjunction with the Westinghouse Na-
tional Issues Center in Columbia, Maryland.
The Seattle Public Schools are serving as
the site of a comprehensive study, and re-
'search is also‘being conducted on seven
)schoolvbascd delin-uency projects around
the country. These projects are located in
Bangor, Maine; Reading, Pennsylvania; West
Palm Beach, Florida; Paterson, New Jersey;
Eugene, Oregon; Waterbury, Conn( cticut; and
New York, New York. '

At each site, one of th: many strategies
being evaluated is the uze Uf Cooperative
Learning and Mastery Learning as imstruc-
tional practices that may increase the pro-
portion of students who succeed academi-
cally, increast student commitment to edu~-
cational goals, increase student attach-
ment to teachers and non-delinquent peers,
and increase student beliefs in the fair-.
pness of school.

The project is funded by the Office of
Juvenile Justice and Delinquency Prevention.

ABOUT STL...

" ..team learning systems, in effect, r:-
quire the participating students to prac-
tice virtue -- and not just talk about it."

Thus states Edward Wynne, associate profess-
or of education at the College of Education,
University of Illinois in an article in A-
merican Eduction (Summer, 1981). Wynne ar-
gues that team learning can promote ethical
. behavior and virtue in students because team

Center for Soc'al Organization of 8chools
The Johns Hopkirns University

3505 N. Charles St

Baltimore, Md 21218

IR
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learning encourages students to practice eth-
{cal behavior as they work in their teams.

Wynne's article offers a different slant on
the possible effects of team learning im
classrooms. The article &ppears in the
"Question of Ethics” column and is titled:
“"Team Learning: Bringing Virtue o the
Classroom.” -

| Noteworthv, published by the Mid-Continent

Regional Educational Laboratory (McREL), in-
cludes a write-up on Student Team Learning
as part of its What's Noteworthy on School
Improvement issue (Summer, 1981). '

McREL's purpose as &n educational laboratory
is to help improve educational practice in a
gseven-state area (Colorado, Kausas, Missouri,
Nebraska, North and South Dakots, and Wyom-
ing) by providing school districts with in-
formation and technical assistance for im-
proving practice.

USER'S SURVEY

Have you filled out your STL questionnaire
and returned it yet? We mafled about 2,500
in late 1981, and just recently sent a fol-
-low-up. It's amber-gold, takes about five
minutes to complete, and give- jou the
chance to describe how you're using STL

and wvhat you think of 1t.

About 500 questionnaires have been returned
so far. We hope to hear from many others.
Ple.se fill yours out and send it 4in. We
will provide a summary of the rasponses

and comments in tre next issue.

Nonprofit Org.
U.8. Poatage
PAID
Raltimore, M4
Permit No. 1235

: CHRISTINE ROSSELL
47 ~ DEPARTMEINT OF POLITICAL SCIENCE
T S5OSTON UNIVERSITY

232 CAY STATE ROAC

02215
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From the Johns Hopkins Team Learntng Praject i

Student Team Learning ‘

Student team learning is a new instructional approach based on years of research on studsnt, '

lear:ny in cooperative teams conducted at the Center for Social Organization of Schools at Tha Johns
Hopr ins University.

Why should you use Student Team Laarning in your classroom? :
v” Student Team learning increases learning of basic skills in many subject areas and at

many grads levels by malking drill and pra.ctice interesting and by maldng students want
each other to (o their best.

e e

\/ Btudent Team iearn.ng develops poeitm interstudent relations in desegregated classrooms

or other heterogenecus groups by baving student.s share a common goal and help one
. another learn

R T LR

/ 8Student Team Learning improves students’ self-esteem and feelings of competance by
- encouraging students to value one another and see onge another as important resources.

/Smaent'lba.mlemungwcthesmprwuoal They are ' ;
inexpensive .
easy to use ' :
axtensively pilot tested and evaluated
clearly focused on basic skills learning

carefully structured to enhance learning and affective goals at the samse time

- oW &

- e s aa e e

R T L

ftudent Teamn Learning is a set of instructional techniques developed at the Center for Social Organi-
gation of Schools at The Johns Hopkins University, and evaluated in schools all over the United
Btates. The basic idea behind the Student Team Learning techniques is that when students learn in-
small, carefully structured learning teams and are rewarded for working toward a comnmon goal, they
help one another learn, gain in self-estesm and feelings of individual responsibility for their learning,
and increase ir: respect and 1iking for their classmates, including their classmates of other reces.
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Fhe Team -

Do you remember being on a baseball or softball
pam, up at bat, with your teammatea behind you
yhouting, “Hit it a nutle!” You knew you would do your
yest because your peers, the people wio meant the most
0 you besides your family, depended on you. The thrill
f coming througn for the team, of being the “star” even
for a day, i8 one that few people forget. Being on &

,eam, working for a cooperative goal, 18 for many people
one of the most exciting experiences in life.

A Student Team Learning clagsroom is a classroon
In which teams are brought into the learning process
Lo provids the same kind of peer support, excitement,
and camaraderie that are 80 characteristic of sports
Lsams. The Johns Hopkins Team Learning Project was
pet up to design practical classroom techniques that
Araw on the powerful motivating qualities of the team -
quilities that are among the most widely known in

pocial psychology.

After eight years of research in all kinds of schools,
wa have developed two team vechniques, Teams-Games-
Tournament (TGT) and Student Tearmns-Achievement

ions (STAD), and adapted a thirqa, Jigsaw, originally
%oped elsewhere. These three all meet the following
criteria:
N
v’ They have positive effects on achisvement;

/ They have positive effects on race relations in
desegregated schools;

\/ They have posttive effects on students’ mutual
concern and self-esteem,;

i /They are easy and inexpensive for teachers to use.
} Teams-Games-Tournament (TGT)

In TGT, students are assigned to learning teams of
four or five members. After the teacher presents &
lesson, he or she hands out worksheets to sach team.
The team members study together, trying to make sure
that every teamn member knows the material, because
the team cannot win if some students are not prepared.
Al the end of the week, students from each team oom-
pete with one another on simpie learning games to
add points to their team scores. Thio competition gets
the whole class excited about lsarning, even when the
nE‘ Ttl ordinarily requires drill and memorization.

Student Teams-Achievement Divisions (S§TAD)

STAD uses the same team structure as TGT, but it
uses quizzes instead of games. As a result, it takes
less time for each lesson and is easier to use. STAD
can be used in combination with TGT.

Jigsaw
In Jigsaw, students study units in teams of four or
five members. Each team mnember has & specific topic,

" or section of material, that\he or she must learn about.
Members of different teams who have the same topics
or sections meet in “expert groups”; the “experts” then
return to their teams to teach what they have learned
to their teammates.

Using Student Team Learning .

To makse it easy for teachers t0 use learning teams
{n their classrooms, we have prepared ateacher manual
that describes how to use the cooperative classroom
technique in your classroom. We are making it available
at the cost of printing and mailing (we are a non-profit
agency). With the “Using Student Tearn Learning”
manual, you can set up and run a Student Team Learning
Classroom in any subject, in grades from two through
twelve, and in any kind of school.
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Filmstriy ant Tape

To further help you use the Student Team learning
techniques, we have prepared a filmstrip and audio
tape that give you an introduction to learning team
techniques. You may send a refundable deposit of $25.00
(returned when you madil back the fihinstrip and tape),
or you 1.8y keep the filmstrip and tape if you wish.

Curriculum Units .

While you can use Student Tearn Iearning with
your own worksheets and quizzes, many teachers
find it more convenient to buy Student Team
Learning curriculum units. We have developed units
for saveral grade levels in several subjects. Each unit
oovers about a semester of instruction in basic
Jearning objectives and consists of single copies of
worksheets and games/quizzes from which you are
free to make spirit masters or class copies. If we have
not listed materials in the subject you teach, write us.
We are continuing to develop curriculum materials in
history, socigl studies and other subjevis. However,
rememuver Lthat you do not need to buy our materials.
If we do not have materials avallable in your subject,
you can still make your classroom a Student Team
Learning classroom!

Workshops

Certified trainers in Student Team Learning, located
throughout the United States, can provide standard
workshop training after which participants will be able
to use Student Team learning in their classrooms. The
workshop involves the participants directly in the team
techniques. To find out about workshops or to schedule
ons, call Ruth Carter at 301-338-8249.

National Diffasion Network—Btate Facilitators
» Your state facilitator, part of the U.8. Office of

Education’s National Diffusion Network, can help your

school or district adopt Student Teamn Learning. The
State Facilitator's job is to help school districts adopt
educational programs such as Student Team Learning
that have been proven to be effective.

To get the name and phons number of your state
facilitator, call your State Department of Education
or call Ruth Carter at the above number.

Approved for Title IV dissernination by the United
States Office of Education - National Institute of
Education Joint Dissemination Review Panel

Evaluated in over fifteen larde-scale class-
room experiments reported in scientific journals,
including Journal of Educational Psychology,

Journal of Research and Development in Fduca-

tion, Psychology in the Schools, and Review of
Educational Research.

Described in teacher and administrator profes-
sional publications, including American Education,
Integrated Education, Education U.5.A., and ERS
Bulletin.

Adopted by teachers {n thousands of schools across
the country.
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Matoerials Available

- Btarter Kit. Teacher's Manusd plus all materials needad
for teachers to use TGT, STAD, and Jigsaw with their own;
curriculumn materials (These muterials are also I

—

tncluded in each set UBtOA DOIOW.) «.cevevnvnrarannns £5.00 |

e acher's MANUAIONLY ccvvvevvenrereneanerennennns .. $3.00 "

— Btudent Team Learning FAIMStIP «..co.ovvvennen. $25.00 |

Each of the following sets of Student Team Learning |

curriculum materials oontains the Teacher's Manual '

and one reproducible copy of all necessary workshsets, "

game shee's, quiz sheets, answer sheets, and indivigual !

and team scoring sheets. ) 1

Language Arts. Covers 20 basic cbjectives in purctu- I

ation, capitalization, usage and gramnmar. }

———Qrades3-6.............. e eeiernaeaaas $20.00 |

| GIAABET-8 .. eceerannnnrreeneaaannnnaens $20.00 4

Language Arts. Covers 100 basic cbjectives in study !

gkills, language mechanics, word structure and :

word meaning. .

' Bredes -6 .....cocvuunnnnnanirncanaiann, $40.00

!Ta.t.hernagcs. Covers 20 basic ohjectives at each grade :

lev

o GTBABR..eeeenniiiiiieeae e 820,00 |

— Graded................ eeereereeeienen $20.00 |

—Qraded...... teesvaseseetscscanacannn ... 82000 |

— . Oradsb..... PP $20.00 !

e GTBAEB . eneeneinienieaianeareeneaaiaaan szooo:
N ¢ ), -V "3 AP $26.00

SN ¢, . -7 - T $20.00 |

——ConsumerMath .....ccceveevenrisaansaas $20.00 |

Metric Education (grades 5 & 68).......... $10.00 |

Y V7-0 ), IR $20.00 i

— HighB8chool GEOmetry . c.oevv. vvarnaeannn 330.00:

Science. Each set covers a full year of knowledge 0

ijm. \

~—dunior High Life Science ..... Ceeeeeeaeaes $30.00 |

Junior High Physical Science ............ £€30.00 |

Nutrition. Covers basic knowledge of nutrition. :

Grades 4-6(3-week curriculum unit) $10.00 4

—___Becondary (4-week curriculum unit) $10.001

U.8. Bistory. Jigsaw Unit . - :

—__Junior-Sendor High lavel.........c..oeunn $20.00 ,

Chack, mongy order, or school purchase order must ac-
cornpany your order. Postage will be charged on invoiced
orders. For prepaid orders up to $20.00, add $1.00 for
postage. Add 10% for prepaid orders over $20.00.

S8end to: Johns Hopkins Team Learning Project
Center for Social Organization of Schools
The Jahns Hopkins University

3505 N. Charles Street

Baltimore, MD 21218

Name:

Prices effective 9/1/81 -9/1/82
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PREFACE

This is the revised edition of Using Student Team Learning. The first edition was highly successful;
more than twenty-five thousand were printed and distributed to teachers, administrators and researchers
throughout the United States and several foreign countries over a two-year period. In the course *f our
continuing research and work vith teachars, we became aware of a few problems and many new ideas
about Student Team Learning that we have incorporated in this revised edition. The entire manual has been
revised and updated, but the most important changes are as follows: 3

—STAD scoring procedures have been changed. Instead of achievement divisions and bonus points,
the scores that students centribute to their teams are based on the degree to which their quiz scores are
an improvement over thgir own past performance. This system has been tried and evaluated in several
studies, and seems 10 be both very effective and easy for teachers and students to understana.

—A section on troublesHooting has been added to suggest solutions to the kinds of problems that
come up most frequently. )

—A section on Other Student Team Leamning Techniques has been added. Some of these are designed
to deal with special classroom situations or curriculum areas in which STAD, TGT, and Jigsaw are not
appropriate, and some are modifications that may be attractive to some teachers as alternatives or addi-
tions to the basic mzthods.

—Dozens of smaller changes have been made to make the methods easier to understand, easier to
use, and/or more applicable to a wider range of situations. '

This revised edition is the outcome of a continuing process of research, development, field testing,
and revision that dates back to 1970. Many individuals have been involved in creating, evaluating, and dis-
sen.inating the Student Team Learning methods presented here. David DeVries and Keith Edwards devel-
opea Teams-Games-Tournaments based in part on work by Layman Allen, James Coleman, and others.
Elliot Aronson, who developed the original Jigsaw method, has been most kind in giving us permission to
include this technique and modifications of it in Student Team Learning. Gail Fennessey wrote the first
TGT manual, of which this Is a direct descendant, and was the principal editor of this editism. John Holli-
field, J. Richard Lewis, Ruth Carter, Marshall Leavey, and Nancy Madden provided invaluable help in
revising the manual; and they plus Louise Waynant, Mary Pat Hall, Patricia Kelly, and Robert Small made
contributions {o th.e Other Student Team Learning Techniques section. John Hollitield and Ruth Carter
have ably managed the national dissemination of Student Team Learning, aided by Marshall Leavey,
Hazel Thomas, J. Richard Lewis, and many others who have devoted time and energy to helping us spread
the word. :

it would be impossible to list all who have helped over the years to develop, research, and disseminate
Student Team Learning, but in addition to those already named, the persons listed below have made out-
standing contributions to this work:

Maria Alsop B8averly Garman Haza! Kennedy Arne Mclaren . Sara Tsckaberry
Daniel Arcure Leonsrd Guedslia Noe! Kimon James McPartland Mary Tidball
Bemard L. Blackdbum Jacqualine Gundy Thomas Kleis fda Mascon Ross True

Gays Brown Stephan Mansell Henry Kopple Nancye Milam Dians Valdez
Brends Bryan! . Anne Marris Pichard Laach Jamas Michaeli Alts Lou Van Sant
Joel Carrington Jerris Hayes Carol Lockshin Norman Newberg Mary Waters
Rebecca Carroll Barbara Hucksoll Michas! Lombardo Eileen Oickle Ehizabeth Wella
Biephen Checkon “Burma Hullan Philip Lucasse Suzanns Ricklen James Winter
Jacqueiing Coolidge ruce Jafle David Mangeftida Barbais Ring John Wodarskl
Ronaid Devis pencer Kegan Julia McClellan Daniel Rochowlsk Pstiricis Yoor
Katherine Doughty Maurice Kalin Thomas McGrane Sussn Shackman Samue! Zappas
Joyce Epstein Lindssy Kaplan Jonice McKanzia Carolan Smith

Thomaa Fostar Nanty Karwelt Lione! McKenzie John Snyder

The research on Student Team Learning has been supported primarily by grants and contracts from
the National Institute of Education (NIE). Development of curriculum materials and training man ials has
been supported by NIE, by the National Science Foundation, aid by the National Diffusion Network, U.S.
Department of Education. Dissemination of Student Team Learning has been supported by NiE and by
the National Diffusion Network.

The opinions expressed In:this manual are those of the author and do not represent Department of
Education policy. - '

This manual Is published by: The Johns Hopkins Team Learning Project, Center for Social Organization of Schools,
The Johns Hopkins University, 3505 N. Charles Street, Baltimore, MD 21218, 301-338-8249

Eor information concerning any aspect of Student Team Learning, including how to obtain additiona! coples of this manual,
curriculum materials for Student Team Learning, regional or local training workshops, or other information, please write to the
above addrass or call the above telephone number.

© The Johns Hopkins University 1980
All rights resarved
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INTRODUCTION

Do you remember belng on & softbail team, up
at bal, with your feammates behind you shouting,
“Hit it a mile!”? You knew you would do your best
because your pears, the pevple who meant the
most to yru besides your family, depended on you.
The thrill of coming through for the team, of being
the “'star" even {or a day, is one that few persons
forget. Being on a team, working for a cooperative
goal, can be one of the most exciting experiences
in life. '

Can this kind of peer support for achievement,
the e. sy accegtance of teammates, and the exclte-
ment of teamwork be transferred to the classroom?
Such authors as James Coleman in The Adoles-
cent Society (1961) and Urie Bronfenbrenner in
Two Worlds of Childhood (1970) have suggested
that teams can work in the classroom, and & long
tradiiion of research in social psychology has
- .ghown that persons working for a cooperative goal
come to encourage one another to do their best,
to help each other do well, and to like and respect
one another (Slavin, 1977a). What remains is an
engineering task: ifow can team learning be made
practical and effective in the classroom?

This question touched nff ten years of research
and development in classrooms, carried out pri-
marily by four independent groups of researchers:
Elliot Aronson, now at the University of California
at Santa Cruz; David Johnson and Roger Johnson,
at the University of Minnesota; Shiomo Sharan
and Rachel Herlz-Lazarowitz at the University of
Tel-Aviv, Irsael; and David DeVries, Keith Edwarde
and Robert Slavin, at The Johns Hopkins
University.

The result of this research and uevelopment
may be orie answer to a major contemporary
dilemma of schools: techniques that achieve both
hurnanistic educational goals and basic skills
learning goels instead of achieving one at the
expense of the other.

When we place students on learning teams, each
student kriows that a group of peers supports his
or her academic efforis. This is true because, for
a team to be successtul, all the team members
must do their best. Thin« back to the softball game.
If you got that ait, your teammates went wild with
approval; if you didn't, they consoled you &nd
began encouraging the next batter. Can you
remember anything like that happening in the
classroom? If you can, it was probably in a team
spelling bee or other team activity in which your
academic efforts could help a group to be
succassful.

STUDENT TEAM LEARNING:
THE BASIC TECHNIQUES

Educational research has demonsirated that
heterogeneous teams made up of high and low’
performers, boys and girls, and students of ditfer-
ent racial or ethniz backgrounds, can be success-
fully transplanied from the playing field to the
classroom. Three Student Team Learning tech-
niques have now been extensively researched and
found to significantly increase student learning.
These are Student Teams-Achievement Divisions,
Teams-Games-Tournaments, and Jigsaw.

Student Teams-Achievement Divisions (STAD).
Student Teams-Achievement Divisions was devel-
oped by Robert Slavin at The Johns Hopkins
University. It is the simplest of the Student Team
Learning technigues, and was originally designed
as a simplification of Teams-Games-Tournaments
(see below). ‘ :

in STAD, students are assigned to four- or five-

member learning teams. The teams are made up

of high, average, anc low performing students,
boys and girls, and students of different racial or
ethnic backgrounds, so that each team is like a
microcosm of the entire class. Each week, the
teacher introduces new material in a fecture or
discussion. The team members then study work-
sheets on the material. They may work problems
one at a time with a teammate, or take turns
quizzing each other, or discuss problems es &
group, or use whatever means they wish to master
the material. The students are given worksheet
answer sheets, 80 it is.clear to them that their tasi
is to learn the concepts, not to simply fill out the
worksheets. Tearn members are told that they are
not finished studying until they and their team-
mates are sure that they understand the material.

After the team practice session, students take
quizzes on the material thay have been studying.
Teammates may not help one another on the
ouizzes; at this point they are on their own. The
quizzes are scofed in class or soon after class.
These scores are formed into team scores by the
teacher,

The number of points which each student con-
tributes to his or her team's score is determined by
the degree to which the student's Quiz score
exceeds the student's own past quiz average. This
improvement score system gives every student a '
good chance to contribute maximum points to the
team score if (and only if) the student does his or
her best and shows substantial improvement or
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gets a perfect paper. This system has been shown
o increase ctudent academic performaiice even
without teams (see Slavin, 1980a), but it is espe-
cialty important as a8 component of Student Team
L earning. Think back to the softball game; the one
problem in softball is the “automatic strikeout,"

the team :nember who cannot hit the ball no matter
how much he or she practices. In Student Team
Learning, no one is an automatic strikeout; and, by
the same token, no one is guaranteed success,
becausag it is improvement (hat counts.

The teams with the highest team scores are
recognized in a weekly one-page class newsletter.
The students who exceeded their own past records
by the greatest amounts or who got perfect papers
are also recognized in the newsletter.

STAD is not difficult to use. Following the steps
outlined in this manual, a teacher need only assign
his or her students to teams, allow students to
study together, give a regular quiz, spend thirty to
forty minutes calculating team scores, and prepare
a newsletter at the end of the week. However,
the change in the classroom is dramatic. Students
begin helping each other to learn basic skills
Instead of making fun of those students who always
know or do not know the answer. They begin to see
the teacher as a resource who has valuable infor-
mation that they need to accomplish something
important, more like a coach than a boss. They
begin to see learning activities as cooperative
instead of independent, as enjoyable instead of
boring, as under their own control instead of under
the teacher's thumb. Classmates begin to have
feelings of comraderie that were previously com-
mon-on the athletic field but not in the classroom.
In the integrated classroom, this new sense of
comraderie extends across racial or ethnic barriers
to create new friendships that would be less likely
to exist in the traditionally structured classroom.

In the mainstreamed classroom, this comraderie
extends across an even larger barrier, that between
physically or academically handicapped students
and their classmates, to create a climate of  ~cept-
ance instead of scapegoating. Researchers |..ve
documented all of these effects of Student Team
Learning and man < =-rs (see below); what is so
striking about thet+ . 'comes is that they all stem
from the same simplc change in classroom
procadure.

Teams-Games-Tournaments (TGT). Teams-
Games-Tournaments uses the same teams, instruc-
tional format, and worksheets as STAD. However,
in TGT, students play academic games to show
their individual mastery of the subject matter.
These games are played in weekly tournaments.
Students compete in the tournaments with mem-
bers of other teams whn are comparable in past
performance. The competitions take place at

tournament tables, three students to a table. Thus, = -

a high performing student from the ''Fantastic
Four” might compete with a high performer from
the ""Pirates’ and one from the “Superstars.”
Another table might have average performing stu-
dents from tho "Pirates,” the '"Masterminds,” and
the “Chiefs,'” and another could have low perform-
ers from the ""Superstars,” ""Tigers,” and ""Master- -
minds." Of course, the students are not told which
is the highest tabie, which is next, and so on, hut
they are told that their competition will always be
fair. While teams £iay together for about six weeks,
the tournament table assignments are changed
every week according to a system that maintains
the equality of the competition. This equal com-
petition makes it possible for students of all levels
of past performance to contribute maximum points
to their team's score if they do their best, in the
same way as the limprovement score system in
STAD does. -

After the weekly tournament, the team scores
are figured and a newsletter recognizing the high-
est scoring teams and tournament table winners
is distributed. Thus, TGT uses the same pattern of
teaching, team practice, individual ac .essment
based on equal opportunities for success, and
team recognition as that used in STAD, but its use
of academic games instead of quizzes makes TGT
even more exciting and motivating than STAD. In
fact, TGT generates so much excitement that
getting students to stop can be a problem. For
example, ir. one study in a Baltimore junior high
school which is attended by a substantial number
of students who ride buses {rom the inner city,
every student in two classes stayed after schoo!
(and missed the buses) to attend a tie-breaker
playoft in a TGT tournament. Teachers using TGT
have reported that students who were never par-
ticulariy interested in schoo! were coming in after
class to get materials to take home to study, asking
for special help, and becoming active in class
discussions.

Jigsaw. While STAD and TGT were developed at
Johns Hopkins University, Jigsaw was originally
designed by Elliott Aronson and his colleagues at
the University of Texas and then at the University
of California at Santa Cruz. In Aronson’s Jigsaw
method, students are assigned to six-member
teams. Arademic material Is divided into five sec-
tions. For example, a biography might be divided
into early childhood, education, first accomplish-
ments, major setbacks, and later life. Each team
member reads his or her own unique section,
except for two students who share a section. Next,
members of different teams who have studied the
same sections meet in ‘‘expert groups” to discuss
thelr sections. Then, the students return to their
teams and take turns teaching their teammates
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about their sections. Since the only way students
can learn the sections other than their own is to
listen carefully to their teammates, they are moti-
vated to support and show interest in each others’
work. - ‘e

A modification of Jigsaw developed by Slavin at
Johns Hopkins University is emphasized in this
manual. in this method, called Jigsaw I, students
work in four- to five-member teams as in TGT and
STAD. Instead of eact: student having a unique

section, all students read a common narrative, such .

as a book chapter, a short story, or a biography.
However, each student is given a topic on which tn
become an expert. The students who have the
same topics meet in expert groups to discuss them,
and then return to their teams to teach what they
have learned to their teammates. Finally, students
take individual quizzes, quiz scores are formed
into team scores using the improvement score
system of STAD, and the highest scoring teams
and individuals are recognized in a class
newsletter.

For more information on Aronson's original
Jigsaw method, see Aronson (1978).

A Day in the Life of Jim Jarmes

To illustrate what goes on in Student Team
Learning classes, let's follow a hypothetical stu-
dent through a day as he experiences three basic
techniques—Jigsaw Il, TGT, and STAD. We have
chosen to follow a junior high school student, but
the basic experience would be the same for an
elementary or high school student.

Jim James Is an average seventh grader; active,
inquisitive, and irreverent. He attends Hooperville
Junior High. Jim's first class is social studies,
where his teacher, Mr. Thomas, is using Jigsaw I
to teach a unit on Alexander Hamilton. Yesteiday,
Mr. Thomas handed out expert sheets and social
studies books. The expert sheet contained four
topics related to a biography of Alexander Hamil-
ton. Mr. Thomas assigned Jim topic number 4,
which is “What were Hamilton's political beliefs?"
Everyone read the biography of Hamilton during
the last period.

Today, Mr. Thomas asks the class to be quuet
“Now," he says, “'you may all get into your expert
groups. Each team member who has Hamilion's
sarly life may sit over here.” Mr, Thomas points out
places for each expert group to meet, and the stu-
dents with the same topics get together. Cynthia,
from one of the other teams, starts the discussion
at Jim's table: “The main thing | got from the
chapter is that Hamilton was always diragreeing
with Thomas Jefferson and Aaron Burr.” Jim says,
"Yes, but that's not the main point. | think we
should concentrate on whether Hamllton was really

a royalist or not.” The group members talk for
about twenty minutes, sharing their ideas about
what they have read and what are the Important
things about it. At the end of that time, Mr. Thomas
asks the students to veturn to their teams.

Jim sits with his teammates. Soo Mi, a Knrean
student who studied about Hamilton's early life,
begins toteach her topic first. She has problems
because ot her poor English, but her teammates_
encourage her to keep going because they need to
understand what she has to say. She tells how
Hamilton was born in Nevis, in the Caribbean. Sam
asks where the Caribbean is, and Yolanda tells
him. Then Soo Mi rontinues to explain how Hamil-
ton came to America, his first job, his role in the
American Revolution, and other details. Sam tells
how Hamilton was involved in the ratification of the
Constitution. Next, Yolanda tells the group about
the Federalist Papers, and other writings by Hamil-
ton. Finally, it's Jim's turn, and he describes
Hamilton's political positions. During this time, Mr.
Thomas is moving from team to team, answering
questions, clearing up disagreements, and focus-
ing individual students on important points.

Finally, Mr. Thomas has the students put away
their books, and he hands out a quiz on the life of

. Alexander Hamilton. Jim does well on everything

except one of the quesiions about Hamilton and
the rati‘ication of the Constitution, and reminds
himself to ask Sam more questions the next time
they do a Jigsaw unit. The bell rings, and Jim is off
to his next class, English. ,

Jim's English class is using STAD, and today is
worksheet day. Yesterday, Mrs. Cooper introduced
the idea of commas in a series to the whole class.
Today the teams will study worksheets about the
use of commas to prepare for tomorrow's quiz

Jim's team is called “Cooper’'s Raiders." As the
class begins, the Raioers assemble around a table
to study their worksheets. Jim pairs off with Alex
and quizzes him on the material. The first item is
“My dog buried a bone a boot and an apple in the
back yard."” Alex says, “That’s easy. The commas
go after 'bone’ and ‘apple.’ " Jim disagrees, and
they check the answer sheet. Sure enough, Jim is
right. He explains to Alex that commas go after
each item in a series except the last item. Alex
complains that last year he had been taught that a
comma isn't needed after the item in a series that
comes before the “and.” Jim and Alex call Mrs.
Ccoper over to explain, and she agrees with Jim
that commas go after all items in a series except
the last, but also tells Alex that many people
do disagree with this rule. She thanks the students
for doing such a good job helping each other.

After Jim has quizzed Alex on most of the items,
Alex quizzes Jim. When both students feel confi-
dent about their abilities to put commas in a series,
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they check to see how their other teammates,
Cynthia and Diane, are doing. Everyone on the
Raiders wants to get a jood score on the quiz. The
Raiders finished last in the first week's team com-
petition, fourth in last week’s, and now they hope
to break into the top three, to have their team
especially mentioned in the class newsletter. By
the end of the period, all four teammates feel con-
fident and are looking forward to the quiz the

next day. ‘

After gym and lunch, Jim goes to math class.
This class is using TGT, and today is tournament
day — the high point of the week. Jim's team, the
»Euclid Kids," has been studving geometry hard all
week because the team members want to keep
their first-place position in the TGT competition.
in fact, Jim and one of his teammates stayed after
schoo! yesterday to ask for material to study at
home! Because his grades in math had always
been poor, Jim had started the TGT competition at
one of the lower tables, competing with others who
had had poor grades in math. However, Jim had
heen the highest scorer in his tournaments and
had gradually moved to one of the higher tables.
His competition is stiffer than ever.

As the students arrive, Ms. Cartwright assigns
them to their tournament tables, where they will
compete to add points to their team scores. Jim
worrjes a little as he sees who his two competitors
are. One of them, Charlene, has a reputation as the
sinartest girl in the class, and the other, Luis, is a
student who, lize Jim, has been winning consist-
ently in the TGT tournaments. Can Jim come
through for the Euclid Kids this week?

The TGT game consists of geometry items like
the ones the students studied. Jim, Luis, and
Charlene draw cards to see who goes first, and
Jim wins. He picks the top card, which has the
number “21" on it. He looks down his game sheet
for item 21, whiuh reads: "“What is the circumfer-
ence of acircle with a diameter of 3 centimeters?'’

This question hadn't been on the worksheets he
had studied with his team, but Jim thinks he under-
stands circles pretty well. He scribbles sorne fig-
ures on a piece of paper and says "18.8
centimeters.”

Now Luis, sitting on Jim's left, has the right to
challenge. He does some figuring and then chal-
lenges. "I think it's 9.4 centimeters.” Charlene
checks the answer sheet. ""Luis is right,"” she says,
“it's 9.4 centimeters. Jim, | think you were thinking
of radius instead of diameter." Luis keeps card
number 21 to count as his puint for a correct
answer, and picks the next card to indicate the
next question in the tournament. Play continues
around the lable all period. At the end, Luis has the
" most cards and thus contributes six points to his
team's score: Jim Is next, and thus contributes

four; and Charlene is third, and contributes two
points to her team'’s score. When the period is over,
Jim finds his teammates and tells them how he did.
They're glad that he did so we!l against such tough
competition. “I think we'll still be in the top three,”
one of his teammates says. “'l won at my table
and Susan won at hers. |f we aren't in first place
this week, we'll get ‘em next week!" .
As Jim is going home on the bus, he thinks about
how much his feelings about schoo! have changed
since he began working in teams with other stu-
dents. He recalls how much of a chore studying
had been, and how he used to feel that he didn’t
know many of the other students very well. School
had changed from a place where the other students
didn't care if you came-to school to one in which
other students called you up if you were absent
to see what had happened to you.

STUDENT TEAM LEARNING:
THE RESEARCH EVIDENCE

Basic Skills

Student Teams-Achlevement Divisions. STAD
has been evaluated in six studies involving more
than 2000 students in grades three through nine.
In four studies, STAD was significantly more
effective than traditional control methods in
increasing learning of basic skills; in the other
two, STAD and control were equally effective (see
Slavin, 1978). In no case have STAD students
learned less than control students. Interestingly,
the effects of STAD have been like those of the
Jigsaw technique (see below) in that its effects
have been more dramatic for minority students
than for white students. In one ten-week study,
black students in a STAD class studying grammar
and punctuation gained about 1.7 grade equiva-
lents on a standardized language arts test. White
students in the STAD class also gained 1.7 grade
equivalerits. However, while white students in the
control class gained 1.3 grade equivalents, black
students in the control class gained only 0.6. This
mcans that, although it was helpful for white stu-
dents to be in the STAD class, it was extremely
valuable for the black students (Slavin, 1977b).
This trend was also found in a second study
(Slavin and Oickle, 1980).

Teams-Games-Tournaments. TGT has been
evaluater in ten studies involving nearly 3000 stu-
dents in schools across the USA. In seven of the
studies, TGT students learned significantly more
than students in traditionally structured classes
studying the sanie materia). In the other three
studies, TGT students learned only slightly more
than the contro! students, but in no study have TGT
students learned less. The effectiveness ot TGT in
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increasing learning of basic skills has been dem-

"ohstrated in grades three through nine, in subject
areas ranging from mathematics to grammar to
reading vocabulary, and in urban, suburban, and
rural schools (see DeVries and Slavin, 1878).

Jigsaw. As of this writing, the effects of the
original Jigsaw technique on basic skills learning
have been evaluated in only one study. In that
study, black and Mex'can-American students in the
Jigsaw classes learned ii:ore than their counter-
parts in traditional classes, but white students did
about the same in either treatment. However, the
study took place for only two weeks; a longer study
might show greater effects (Lucker, Rosenfield,
Sikes, and Aronson, 1976). A study of Jigsaw Il
did find greatar academic achievement thanin a
control condition, and these achievement differ-
ences were siill maintained ten weeks after the
end of the study (Ziegler, 1980).

Other studies have also shown positive effects of
learning cooperatively on student achievement.
in one study in which STAD, . T, and Jigsaw Il
were used together, there were significantly posi-
tive effects on language arts and reading achieve-
ment (Slavin and Karweit, 1978). Another study in
Israel (Sharan, Ackerman, and Hertz-Lazarowitz,
1980) demonstrated that when students worked in
small groups on p.:ojects and were allowed to
decide how to nr3janize their own activities to pro-
duce group rep ris, they gained in conceptually
complex skills but not in basic skills. This is in con-
trast to the more structured STAD and TGT
methods, where the research shows the greatest
gainsfor such basic skills as mathematics, lan-
guage mechanics, and reading vocabulary. Other
researchers, such as Wheeler (1977) and Hamblin,
Hathaway, and Wodarski (1971) have also found
that when students work together to achieve a
common goal, they learn more than they do in the
traditional classroom.

It seems safe to say that Student Team Learning
can have the effect that parents, school boards,
and teachers are increasingly demanding: more
learning of basic skills. In fact, in the case of TGT
and STAD, the more the curriculum is oriented
toward basic skills, the greater the learning.

Integrating the Desegregated Classroom

One of the most important effects that Student
Team Learning has is on friendships among stu-
dents of different ethnic backgiounds in desegre-
gated classas. Anyone who has spent much time in
8 desegregated secondary school knows that white
students associate mostly with white students,
black students associate mostly with black stu-
dents, Hispanic students with Hispanic students,
and 50 on. Sesing this is always a blew to those

lead to greatly increased contact, and thereby
respect and liking, among students of ditferent
ethnic backgrounds. We should probably have
been less surprised; in most desegregated schools,
black, white, and Hispaniz students come from
separate neighhorhoods, ride different buses, and
often come from different elementary schools.

In several sti dies in which Student Team Learn-
ing was not used, beginning seventh graders in -
traditionally structured, racially mixed ciasses were
acked to name their friends. When the ouestion
was repeated a semester later, the proportion of
black students who named white students as their
friends and white students who named black stu-
dents either stayed the same or actually decreased.
Many other researchers have found the same
discouraging pattern (see Gerard and Miller, 1975).
Apparentiy, simply assigning black and white
students to the same classes does not increase
friendship across racial lines.

A Team Solution. Student Team Learning is an
obvious solution to the problem of integrating the
desegregated classroom. We know from decades
of research that when peuple work together for
a common goal, they gain in respect and liking for

. one another. When Student Team Learning tech-

niques were applied in desegregated classrooms,
ihat is exactly what was found. In three studies,
TGT students increased the number of friends they
named of a different ethnic group far more than
did contro! students (DeVries, Edwards, and Slavin,
1978). Three additional studies (Slavin, 1877c;
Slavin, 1979; Slavin and Oickle, 1980) found STAD
to have the same effect. in fact, in many of these
studies, the Student Team Learning students began
to choose their classmates as friends as though
ethnicity were not a barrier to friendship at all.

This nevér happened in the control classes. Jig-
saw Il (Gonzales, 1979; Ziegler, 1980) and tech-
niques developed by David Johnson at the Univer-
sity of Minnesota (Cooper, Johnson, Johnson and
Wilderson, 1980) have achieved the same results.
One of the STAD studies (Slavin, 1979) and one of
the Jigsaw |l studies (Ziegler, 1980) included
followups of the intergroup friendship measures
several months after the Studies ended and found
that tH.ere were still more cross-ethnic friendships
made by students who had been in the Student
Team Learning classes than were made by control
students,

John and Sue Ann: Teams In Action. An example
will illustrate what can happen in a Student Team
Learning class. This was a fifth grade class that
was just starting to use STAD. The teacher was
announcing assignments to teams. She read off the
name of John, a black student, and he took his
place at a table that had been set up for team
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practice. John was one of the brightest students in
the class. Then the teacher read off Sue Ann's
name. Sue Ann was white, a poor student, and
frequently absen!. John was aghast and refused to
work with . _r. Sue Ann refused to sit at the table
with Joh.\. The teacher let Sue Ann sit away from
the team until 8'1e was ready to Join in, although her
quiz scores still counted in the team sccore.

Two weeks later, things had changed. There
were John and Sue Ann, chatting away about a
iesson like old friends. The teacher was asked
what had happened — there were two other sti-
dents on the team, and John and Sue Ann could
have worked with them. Why were they working
together?

It turned out that John and Sue Ann were on a
team that had a strong desire to win in the compe-
tition for team points. In particularz, Sue Ann
wanted to be mentioned in the newsletter so that
she could impress her mother. After several days
of working by herself, Sue Ann finally took the
plunge — she asked John a question. Because
John knew that the whole team had to do well, he
answered her question and continued to explain
some other things that he knew she didn't know. In
a word, John and Sue Ann needed each other
because they valued their team's success. That
need led to the breakdown of a formidable set of
barriers to friendship — black-white, male-female,
and high performer-low performer. John and Sue
Ann probably did not become best friends. But
working on the team together made possible a
level of contact and mutual good feeling that would
have bee:: quite unlikely otherwise.

Of course, not every team works perfectly, and
in some cases long-standing friendship patterns
are hard to break. However, because of the
strength and consistency of the evidence, many
who have been working with cooperative learning
methods in desegregated settings now frankly
believe that any desegregated school that is not
using these methods in some form is not doing all
it can to improve relations among students of
different ethnicities.

-
.

Mainstreaming

Ethnicity is a major barrier to friendship, but it is
not as large as the one between physically or aca-
demically handicapped students and their normal-
progress peers. Public Law 94-142 has mandated
that as many students as possible be placed in
reqular classrooms. This has created an unprece-
dented cpportunity for handicapped students to
take their place in the mainstream of society, but it
has also created enormous practical problems for
classroom teachers and often leads to soclal

rejection of the handicapped students.

Once again, Student Team Learning is an an-
swer. In the Student Team Learning classroom,
mainstreamed students are assigned to teams the
same way other students are. If these students are
physically handicapped, their classmates come to
value the contribution they make to the team, but
above all they come to see them as inportant
individuals, not just as “‘crippled.” If the main- .
streamed students are academically handicapped,
the opportunity they have to contribute points to
their teams if they show improvement (STAD and
Jigsaw 1) or if they succeed in competition with
others of similar levels of performance (TGT) also
makes these students valued by their teammates.
The teamwork makes them “‘cne of the gang”
instead of separate and odd, and provides them
with teammates who encourage and assist their
academic progress.

The research on Student Team Learning and
mainstreaming has focused on the academically
handicapped child. In one study, STAD was used
to atiempt to integrate students performing two
years or more below the level of their peers into
the social structure of the classroom. The use of

- STAD significantly reduced the degree to which

the normal-progress students rejected their main-
streamed classmates, and increased the academic
achievement and self-esteem of all students, main-
streamed as well as normal-progress (Madden

and Slavin, 1980). Oth& research using coopera-
tive teams has also shown significant improve-
ments in relationships between mainstreamed
academically handicapped students and their
normal-progress peers (Ballard, Corman, Gottlieb,
and Kaufman, 1977; Cooper, Johnson, Johnson,
and Wilderson, 1980). -

Perhaps the most important fact about Student
Team Learning in the mainstreamed classroom is
that these techniques are no. just good for the
handicapped students, they are good for a!l stu-
dents. They offer the teacher a chance to incorpo-
rate the mainstreamed students into the classroom
social system and meet the individual needs of
these students while doing not just as well, but
better, with the non-mainstreamed students. A
section in this manual under "Other Student Team
Learning Techniques' describes use of Student
Team Learning in the mainstreamed classroom in
more detail.

Liking of Others and Liking of Self

One of the most importani aspects of a student'’s
personality is his or her self-esteem. Many people
have assumed that self-esteem is a relatively
stable personal attribute which schoois have little
ability to change. However, several of the
researchers working on Student Team Learning
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techniques have found that teams do increase
students' self-esteem. Students in Student Team
Learning classes have been found to like them-

selves more than do students in traditional classes.

‘These improvements in self-esteem have been

found for TGT (DeVries, Lucasse, and Shackman,
1979), for STAD (Madden and Slavin, 1980), for
Jigsaw (Blaney, Stephan, Rosenfield, Aronson, and
Sikes, 1977), and for the three methods combined
(Slavin and Karweit, 1879). Why does this occur?
Firat, it has been consistently found that TGT and
STAD siudents report that they like others and fee!
liked by cthers more than control students do
(Slavin, ir press). Liking of others and feeling liked
by others are obvious components of feeling
worthv.hile,

Second, it seems likely that students feel (and
are) more successful in their school werk when
‘they work in teams. This could also lead iy an
vacrease in self-esteem. Whatever the reason, the
effect of Student Team Learning on self-esteem
may be particularly important for long-term effects
on mental heaith. A student who has had a
cooperative, mutually supportive experience in
school may be less likely to be antisocial, with-
drawn, or depressed in later life. We have only
scratched the surface in understanding what kinds
of long-term benefits for mental health might result
from long-term experience of cooperative learning
teams. - '

Other Outcomes

In addition to students’ achievement, positive
intergroup relations, acceptance of mainstreamed
classmates, liking of others, and self-esteem,
effects of Student Team Learning have been found
on a variety of other important educational out-
comes. Onn of those is increased positive inter-
action among emotionally disturbed adolescents
(Slavin, 1977d). Others include liking of school.
peer norms in favor of doing well academicalily,
students’ feeling that they have control over their
own fates in school, and student cooperativenese
and altruism (see Slavin, in press). TGT (DeVries
and Slavin, 1978) and STAD (Slavin, 1978) have
been found to have positive effects on students’
time on-task, a variable that is coming to take on
increasing importance as educators become more
concerned about the productivity of schools, What
Is striking about the research on various coopera-
tive learning methods is the breadth of outcomes
associated with them. Ther2 are many educational
methods that have been found to improve student
achievement, a few that improve intergroup rela-
tions, mainstreamirg, or student self-esteem, but
how many educational methods can claim to have
documented positive effects on such a variety of
student outcomes in well-controlled field experi-

1"

ments in schools? Positive effects on all variables
measured are not found in every Student Team
Learning study, but negative effects are aimost
never found, and the ratio of significantly positive
to equal findings on the major variables (achieve-
ment, intergroup relations, self-esteem) is about
two-to-one (Slavin, 1980b; Slavin, in press).

-

18 STUDENT TEAM LEARNING
PRACTICAL?

Many of the educational innovations introduced

_In recent years have required enormous amounts

of teacher training and/or money to actually
implement. Fortunately, Student Team Learning
techniques are quite simple. More than two
thousand teachers located in every state in the
USA have used STAD, TGT, or Jigsaw with nothing
more than a one-day workshop and this manual
and available curriculum materials. Many have
used these methods with the manual alon¢ 1t is
possible to obtain curriculum materials for STAD
and TGT in most elementary and secondary
subjects, distributed by the Johns Hopkins Team
Learning Project (see below for address), or it is
easy for teachers to make their own materials.
Student Team Learning methods have been used
in grades one through coliege (although mostly

in grades two through nine), in subjects ranging
frorn mathematics to science to social studies to
English to foreign language, and in every part of
the United States and several foreign countries.
They have been used for purposes ranging from
improving basic skills for average students, for
low-performing students, or for gifted students, to
improving intergroup relations, to making main-
streaming more effective, to just getting students
more excited about school. Not every teacher will
feel comfortable using Student Team Learning, but
most who do are 2nthusiastic about it, and many
report dramatic differences in their own feelings
about teaching.

Student Teams-Achievement Divisions (STAD)
and Teams-Games-Tournaments (TGT) are certi-
fied by the U.S. Department of Education’s Joint
Dissemination Review Panel (JDRP) for their,
effects on basic skills, and the entire Student Team
Learning program is certified by the JORP for
effects on intergroup relations. This means that
these programs are eligible for dissemination by
the National Diffusion Network, which has a system
of state facilitators in every state to help school
districts adopt JDORP-approved programs.

To obtain information on training, curirculum
materials, or filmstrips, or to find the name of your
state facilitator, write or call the Johns Hopkins
Team Learning Project:
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The Johns Hopkins Team Learning Project
Center for Social Organization of Schools
Johns Hopkins University

3505 North Charles Street

Baltimore, Maryland 21218

(301) 338-8249

’

172

130




There are three basic Student Team Learning
techniques: Student Teams-Achievement Divisions
(STAD), Teams-Games-Tournaments (TGT), and
Jigsaw Il. These techniques have much in common:
four- to five-member heterogeneous teams; team
practice sessions in which students try to master
academic materials and to help their teammates do
80; individual assessment, in which students show
how much they know; adjustment of individual
scores 80 that the points each student contributes
{o the team score represent an improvement over
the student’s past performance; team scores based
on the sum of individual performances; and team

. recognition, in the form of a class newsletter or
bulletin board.

Despite these many similarities, the structural
diferences among the three basic methods are
important ones for practice. These diflerences are
summarized below.

Student Teams-
Achievement
Divisions = Teams -+ Quizzes 4
Improvement Scores '
Teams-Games-
Tournaments = Teams + Tournaments

Jigsaw It = Teams + Expert Groups 4
Quizzes + Improvement
Scores

All three methods have teams that are hetero-
geneous, work together to master a set of materiai,
and receive team recognition for doing well aca-
demically. STAD and Jigsaw Il typically use quizzes
to individually assess student progress and to
compute team scores, and they use an improve-
ment score system to allow students to contribute
maximally to their team scores by doing better
than they have done in the past. in addition to the
teams, quizzes, and improvement scores, Jigsaw

_ uses expert groups in which students study their
topics before returning to teach their teams.
TGT uses academic game tournaments to assess
individuals and to allow students equal chances to
contribute to their team scores by having them
compete against others of similar past perform-
ance. *

Choosing A Technique

Student Teams-Achievement Divisions. STAD is
the simplest of the Student Team Learning meth-
ods. It is less exciting than TGT because it usas
individual quizzes instead of tournaments, but for

1
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the same reason It is preferable to TGT in situations
in which the noise and activity that are part of the
tournament are & problem. STAD also takes less
time than TGT, as quizzes usually take less time .
than games. Many teachers use STAD because it is
clearly focused on team cooperation and does .
not include individual competition as in TGT, and
others prefer it because the quizzes give them
regular information on student progress. The use
of an improvement score system, which rewards
students for improving their level of quiz perform-
ance, also makes STAD especially attractive to
many teachers. Some teachers combine TGT and
STAD, alternating tournaments and quizzes, or
using the tournaments once each month as a
culminating activity for a series of weekly STAD
units. Both TGT and-STAD are most appropriate

for subject areas in which there is one right
answer, such as mathematics, language mechanics,
science, foreign language, and such parts of social
studies as geography and graph reading.

Teams-Games-Tournaments. TGT is the most
exciting and enjoyable of the Student Team Learn-
ing techniques. Almost all students enjoy the
face-to-face competition on academic games,
especially because the equal competition gives
each student a substantial chance of winning each
week. The games also provide extensive practice
of the instructional content, and because they are
so much fun, they motivate students to come to
class and to prepare outside of class. The face-to-
face competition does create a high level of noise
and activity. Of course, this noise is a learning
noise, but it does create problems insome schools
or with some teachers.

Jigsaw Il Jigsaw is like STAD rather than TGT
in terms of the level of excitement (and noise) gen-
erated. The peer tutoring is more structured in
Jigsaw than in STAD or TGT, and there is more
emphasis on the unique contribution that each
student makes. Jigsaw is most appropriate in the
curriculum areas where STAD and TGT are least
appropriate — social studies, literature end parts
of science that involve reading of harrative materi-
als. Jigsaw also provides extensive practice in
reading for meaning in whatever subject it is used.
Both the original form of Jigsaw, developed by
Aronson and his associates, and a mccification of
this method called Jigsaw It are presented in this
manual. Jigsaw 1l is emphasized, as it requires far
|ess teacher preparation than original Jigsaw, but
original Jigsaw has other benefits that may out-
weigh this additional effort. i you are planning to
use Jigsaw or Jigsaw |l read the overviews for
both forms before you choose one or the other.
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Other Student Team Learning Techniques. Sev-
eral addition: - means of using Student Team
Learning are describeu at the end of this manual.
Before deciding to use STAD, TGT, or Jigsaw, you
may wish to review these other methods. Some of
them are designed to deal with special problems,
such as individualization and mainstreaming. Some
are extensions of the basic models, such as a
combination of Student Team Learning and Mas-
tery Learning, and a method that eliminates the
competitive aspects of Student Team Learning.
The rest are designed for special parts of the cur-
ricuium, such as group discussions and group
projects, English composition, writing mechanics,
and oral reading practice. Also included is advice
on how to use Student Team Learning in several
subjects at the same time and how to create your
own modifications of Student Team Learning.

One note of caution about these other tech-
niques. While the basic Student Team Learning
methods, STAD, TGT, and Jigsaw, have been used
in thousands of classrooms and have therefore had
their "bugs’ worked out long ago, the modifica-
tions and extensions of Student Team Learning
have been much less widely used and are more
experimental. It is a good idea to try one of the

- three basic methpds before attempting any of the

modifications, unless your situation demands the
use of one of the modifications.

(14

14

In summary, choose STAD or TGT if your cur-
riculum is objective, Jigsaw if it is narrative, and
one of the modifications if the three basic methods
do not meet your needs. Choose TGT over STAD
if you want the excitement and extensive practice
of academic games, or STAD over TGT if you want
a quieter, less time-consuming method or if you
want to have quizzes to monitor student progress.

Once you have made your choice, read the
directions for the technique you have chosen
comple‘ely before you use it in the classroom.
Many of the details of the techniques are explained
in the instructions for introducing the techniques
to students. :

if you'have never been to a Student Team Learn-
ing workshop, it is a good idea to get together
with other teachers and do a'‘dry run'’ of the
techniques. This is particularly true for the tourna-
ments in TGT and for the general structure in
Jigsaw — experiencing the techniques helps you
anticipate student questions.

Whatever you do, don't worry! Hundreds of
teachers have used Student Team Learning tech-
niques with the manual alone, and we are not .
aware of many failures. The techniques are simple,
and they make sense to students as well as teach-

. ers. Even it you don't understand every detail, just

startin; soon you'll be an expert!
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Overview

STAD is made up of five interlocking compo-
nents: class presentations, teams, quizzes, indi-
vidual improvement scores, and team recognition.
These components are described below.

Class Presentations. Material in STAD is initially
introduced in a class presentation. This is most
often a lecture-discussion conducted by the

: STUDENT TEAMS-ACHIRVEMENT DIVISIONS (STAD)

reach, but only if he or she works } arder than in

~ the past. Any student can contribt te maximum

tions. Class presentations in¥ TAD differ from usual

teacher, but could include a‘gio-visual presenta-

teaching only in that they must be clearly focused
on the STAD unit. In this way, students realize that
they must pay careful attention during the class
presentation, because doing so will help them to do

" well onthe quizzes, and their quiz scores deter-

mine their team scores.

Teams. Teams are composed of four or five stu-
dents who represent a cross-section of the class in
academic performance, sex, and race or ethnicity.
The major function of the team is to prepare its
membe;s 1o do well on the quizzes. After the
teacher presents the material, the team meets to
study worksheets or other material. The worksheets
may be materials obtained from the Johns Hopkins
Team Learning Project, or they may be teacher-
made. Most often, the study takes the form of
students quizzing one another back and forth to be
sure that they understand the content, or working
problems together and correcting any misconcep-
tions if teammates make mistakes.

The team is the most important feature of STAD.
At every point, emphasis is placed on team mem-
bers doing their best for the team, and on the team
doing its best to help its members. The team pro-
vides the peer support for academic performance
that is important for effects on learning, and the
team provides the mutual concern and respect that
are important for effects on such outcomes as
intergroup relations, self-esteem, and acceptance
of mainstreamed students.

Quizzes. After approximately one period of
teacher presentation and one period of team prac-
tice, the students take individual quizzes. The
quizzes are composed of course content-relevant
questions that students must answer. They are
designed to test the knowledge gained by students
from class presenlations and during team practice.
Students are not permitted to help one another
during the quizzes. This makes sure that every
student is individually responsible for knowing the
material. .

Individua! Improvement Scores. The idea behind
the individual improvement scores is to give each
student a performance goal that the student can
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points to his or her team in this scoring system, but
no student can do so without showing definite
improvement ovet past performance. Each student
is given a “'base” score, the minimum score the
stugent should achieve on each quiz. Then stu-
dents earn points for their teams oased on how
much their Quiz scores exceed their base scores.
Base scores are recomputed after every two
quizzes s that if a student starts performing bet-
ter, he or she can be chatlenged to improve further,
but if a student’s base score was set too high, it
can be adjusted to a more realistic level.

Team Recognition. A newsletter is the primary
means of rewarding teams and individual students
{for their performance. Each week, the teacher pre-
pares a newsleiter o annaunce team'scores. The
newsletter also recognizes individuals who showed
the greatest improvement or got perfect papers,
and reperts cumulative team standings. In addition

to or instead of the newslettdr, many teacheérs use

bulletin boards, special privileges, small prizes or
other rewards to emphasize the idea that doing
well as a team is important,

Preparing to Use STAD

Materials. STAD can be used with curriculum
materials specifically designed for Student Team
Learning and distributed by The Johns Hopkins
Team Learning Project, or it can be used with
teacher-made materials. As of this writing, Johns
Hopkins' materials are available in Mathematics
for grades two thrcugh eight, plus High School
Consumer Mathematics, Algebra [, and Geometry;
Elementary and Junior High School Language Arts;
Elementary and Secondary Nutrition; and Junior
High School Life Science and Physical Science.
Additional units in Secondary Social Studies and
Functional Reading are also in preparation,

However, it is quite easy to make your own mate-
rials. Simply make a worksheet, a worksheet
answer sheet, and a quiz for each unit you plan to
teach. Each unit should take three to Tive days of
instruction. The individual improvement score 3ys-
tem is based on thirty-item quizzes, because this is
the length of the quizzes in the Johns Hopkins _
Team Learning materials. For this reason, it is best
to include in your quizzes some number of items
that divides evenly into 30, such as 10, 15, or 30,
although Appendix 1 transforms scores of quizzes
that have 8, 10, 12, 15, 20, and 25 items into equiva-
lents of thirty-item quizzes. See Appendix 4 for

133




A

instructions for making your own curriculum mate-
rials for STAD.

Assigning Students to Teams. A team in Student
Team Learning is a group of four or five students
who represent a cross-section of the class In past
performance, race or ethnicity, and sex. That|s,

a fouf-person team in a class that is one-half male,
one-half female, and three-quarters white, one-
quarter minority would have two bcys and two girls
and three white students and one minority student.
The team would aiso have a high performer, a low
performer, and two average performers. Of course,
“high performer” is a relative term; it means high
for the class, not high compared (0 national norms.

Students are assigned to teams by the teacher,
rather than by choosing teams themeelves, be-
cause students tend to choose others like them-
selves. You may take likes, dislikes, dnd ‘deadly
combinations'’ of students into’account in your
assignment, but do not let stusents choose their

- own teams. Instead, follow these steps:

1. Make Copies of Team Summary Sheets and
Quiz Score Sheets. Before you begin to assign
students to teams, you will heed to make one copy
of a Team Summary Sheet for every four students

~ in yourclass and one copy of a Quiz Score Sheet

for every two weeks you plan to use STAD. These
forms are reproduced in the Appendix and can be
copied from there.

2. Rank Students. On a sheet of paper, rank the
students in your class from highest to lowest in
past performarnce. Use whatever information you
have to do this — test scores are best, grades are
good, but your own judgment is fine. It may be
difficult to be exact in your ranking, but do the
best you can.

3. .Decide on the Number of Teams. Each team
should have four members if possible. To decide
how many teams you will have, divide the number
of students in the class by four. If the number is
even, the quotient will be the number of four-
member teams you should have. For example, if
there are 32 students in the Class, you would have
eight teams with four members each.

If the division is urieven, the remainder will be
one, two, or three. You will then have one, two, or
three teams composed c¢f five members.

4. Assign Students to Teams. Whenyouare
assigning students to teams, balarice the teams 80
that (a) each team is composed of students whose
performance levels range from Icw to average to
high, and (b) the average performance leve! of all
the teams in the class is about equal. There are
two reasons for this. First, students with different
performance levels within a team can tutor each
other. Second, by providing balanced teams, no
single team has an advantage in academic per-
formance. To assign students to teams, use your
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list of students ranked by performance Assign
team totters to each student. For example, in an
eight-team class you would use the letters A
through H. Start at the top of your list with the lefter
“A"; continue lettering toward the middle. When
you get to the last team letter, continue the letter-
ing in the opposite order. For example, if you were
using the letters A-H (as in Figure 1), the eighth
and ninth students would be assigned to Team H,
the tenth to Team G, the nex! to Team F, and so on.
When you get back to letter “A,"” stop and repeat
the process from the bottom up, again starting and
ending with the lzcter “A."

Figure 1. Assigning Students to Teams

Rank Team
Order Name
o 1 A
iE: 2 B
Eo c
25 3 D
3 5 E
£ (3 F
= 7 G
z 8 M
9 H
10 G
" 1 F
£ F :
3 14 c
[ 15 B
g 16 A
E 17
0 18
5 19 A
% 20 B
o 21 C
s 22 D
> 23 E
< 24 F
25 G
26 H
27 H
2 28 G
Ee 29 F
N 30 E
& B 31 D
: 3 32 c
3 a3 B
- 34 A

.-

-

Notice that two of the students (17 and 18) in
Figure 1 are not assigned at this point. They will be
added to teams as fifth members, but first the
teams should be checkud fnr race or ethnicity and
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sex balance, If, for example, one-fourth of the class
is black, approximately one student on each team
should be black. If your class has more than two
major ethnic groups, you should still assign stu-
dents to teams to represent their proportion in the
class. If the teams you have made based on per-
formance ranking are not evenly divided on both
ethnicity and sex (they will hardly ever be balanced
on the first try), you should change team assign-
ments by trading students of the same approxi-
mate performance level, but of different ethnicity
or sex, between teams until a balance is achieved.
When you have done all the trading for ethnicity
and sex balance, you may verify that the ranks on
the teams are indeed comparable by adding the
team members’ ranks within the ordered list. Divide
this sum by the number of team members. If none
of the teams is more than three or four points from

Y . . . .

.other teams' performance averages, you're doing

fine. For example, in Figure 1, Team A's average is
1416+4+94+34=70+-4=17.5and Team C's
is3+ 144+ 214 32=70-+4 =175. Even If
students 17 or 18 had been added to either Team A
or C the res.lts would be comparable.

The assignment of students as described above
will produce ‘‘equal’’ teams on paper, but it does.
not consider factors such as the maturity of the
teammates or disruptive combinations. For this
reason, you may wish to make minor variations in
your assignments. Teams can be viewed as having
equal resources even though the averages of
members' ranks are not exactly equivalent.

5. Fili Out Team Summary Sheets. Alter you
have finished assigning all students to teams, fill in
the names of the students on each team on your
Team Summary Sheets, ieaving the “team name"
blank. ,

If you have six or more teams, divide them into
two leagues. Teachers often name the two leagues
(e.g., American and National).

Determining Initial Bagse Scores. In addition to
assigning students to teams, you will need to
determine initial base scores for each student. To
do this, refer to the ranked list of students you used
to make team assignments. If your class has 25 or
more students, give the first three students an
initial base score of 20; the next three, an initial
score of 19; the next three 18; and so on until you
have assigned each student an initial base score.
Put this information on a Quiz Score Sheet. If your
class has 24 or fewer students, give the firsttwo
students an initial base score of 20; the next two,
19; and so on. Note that these base scores are just
a start; they will be modified to reflect the students’
actual scores after every two quizzes. A base score
Is the minimum you expect students to make on
a thirty-item quiz. When the adjustments are made
after every two quizzes, the base score will even-

L e e e e S S TR

7

tually be set approximately five points below the
student's average quiz scores in the past. If you .
have students at the very bottom of your list whom
you fee! have littlte chance to make even their base
scores, you should set their base scores a little
lower according to your own judgment. Don't

worry about getting base scores set exactly; they
will adjust themselves over time.

Introducing STAD to Your Class
Before you begln to use STAD in your class, you
wili need to have ready the following materials:
1. Your lesson plan for Unit 1 {your first lesson).
2. Worksheets and answer sheets (one copy of
each for every two students) for Unit 1.
3. Quiz (one for each student) for Unit 1.
4. Team Summary Sheets filled out with the
names of the team members (team name
"~ blank).
* 8. A Quiz Score Sheet, filled out with students’
names and initial base scores.

Suggested Schedule for introducing STAD

" 'Day1 Day2 Day3 Day 4

Teach Teach Introduce Team  Team
Lesson1 Lesson 1 Assignments and Practice .
(or free Team Practice
day) Session (work-
: sheets)

Step 1:First Leuon
You will need: Your lesson plan for Unit 1.
On the day you begin to use STAD, teach the
first lesson of a new unit. You may use a lecture, a
' discussion, demonstrations on the chalkboard, or
audio-visual aids to introduce the unit. Make sure
what you teach is closely matched to the objectives
tested by the quiz, end do not spend excessive
time on unrelated material. Students must have the
sense that they will be held responsible for every-
thing you teach.
The amount of time you spend on introducing

the unit is up to you. One fiill class period should
be enough for most units in most classes, but you
may take two, three, or even more periods to do the
initial teaching If you feel that more time is needed.
Remember, though, that students will have oppor-
tunities to study the content and practice the skills
you introduce, 80 you need not he exhaustive in
your presentation.

Step 2: Introducing Team Assignments and
Team Practice
You will need:
e One cony of the worksheet for Unit1 for every
two st::dents.
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e One copy of the worksheet answer sheet for Make sure that each team has recelved its work-

Unit 1 for every two students. sheets and answer sheets. Then explain to students
» Team Summary Sheets filled out with team kow they should work together.

members’ names (team name blank). _ “You may practice in your teams however you

wish, but | will show you one way of practicing
' 1. Introduce Teams. Explain the concept of ~ that may heip you. :
teams and teamwork to the siudents. In your intro- “You have in front of you & worksheet and an
gduction, you might say the following: ~answer sheet for this week's unit. Every team

“For'the next several weeks, we are going to should have two worksheets and two answer
use a new way of learning. It is called Student sheets for the whole team. Find your worksheets
Teams-Achievement Divisions, or STAD. in and answar sheets.” ‘ M -
STAD, you will be working on a team. Beingona  Allow time for students to find worksheets and
team and helping each other will help you learn answer sheets. Make sure you have everyone's
the material we study in class. You will have attention before you continue with the following:
worksheets to use in your team practice ses- “If you look at the worksheet you will see & set
sions. To see how well ycu learn, each of you ot instruciions and a list of items. The quiz will
will take quizzes on the material that | presentin have questions like those on the worksheet. Your
c!ass-and that you study in your teams. Your quiz job as a team will be to make sure every member
score will count toward a team score. The win- of your team can do every item on the work-
ning teams and the students who contribute the sheet. To do this, you can first work in groups of
most to their teams’ scores will be recognized in two or three within your teams. You may study
a class newsletter. the worksheet together, checking yourselves

»Each week you and your teammates ill have against the answer sheet. You might wantto
a chance to work together to practice a d help _quiz each other on the items; or, if the questions
each other get ready to take the quizzes. Today require & lot of figuring, you might work the
| am going to assignyouto teams. Then you will problems one at a time yourself and then check
have some time to work together and prepare - your answers with your team partner or partners,
each other for the quiz that you will take later - K your partners make any mistakes, try to help

\ this fveek." | therh understand why they made the mistake, as
2. Ipform Students of Their Team Assignments. well as learn the correct answer. You may look
. —— Now | wili tell you which team you will be on. at each other's work and tiy to figure out where
Wwhen | read your name, find your teammates and your teammates made their mistakes so that no
sit next to them. Then choose a team name. one will make that mistake again. In other words, -
‘ Choose a good one, because you will use it for you will-be_each others’ teachers.”
.. several weeks.” " If the students are doing problems that take time
Read the names of the members of each team to work out {as in mathematics, for example), have
\ and point out a place for the team to assemble. them divide into groups of two or three within their
Students should move desks together to face ®ach teams and workthe problems together one ata
.other or move to common tables. While the teams time, checking the answer sheet after each praob-
are deciding on names, pass out two copies of the lem is completed and correcting any misconcep-
.. worksheet and two copies of the worksheet answer tions if teammates make mistakes. (f the content
. gheet for your first lesson to each team. Only two requires short answers, have the students drill
copies are given to each team to emphasize that each other in pairs, with one student testing his or
the worksheets are for team practice, not meant to her partner and then switching roles to be tested,
be filled out and returned. Record the team names until both students feel.confident in their answers.
chosen by the teams on the Team Summary in either case emphasize the following:
Sheets. - : - 1. No one is finished studying until he or she is
3. Introduce Team Practice. After the team sure that every one of his or her teammates,
names have been recorded, continue as follows: ~ will make 100% on the quiz.

“The purpose of the team you are in now is to 2 When students have questions, they should
prepare its members for the quizzes that we will try to get answers within their teams before
have each week. The quizzes will give you & asking the teacher.
chance to earn points for your team. Each team 3. Teammates should explain answers to each
will have time to practice together the day before other instead of simply checking each other
the quiz. The idea of team practice is to give and then Just going on.
teammates an opportunity to help each other If there is still time in the period, continue as
learn so that the whole team can do well on the follows: '
quizzes.” “Now you may divide into groups of two or
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~ Inree within your teams and begin to work with
X each ot' er on the worksheet items. Use the
' answer sheets 1o check your answers, If you
don't understand an answer, first discuss it with
your teamrnates, and then you may ask me. The
idea is to use the worksheets to learn and to help
your teammates learn — you are not finished
with ycur worksheet until you and all your team-
mates know the material. The quiz on this mate-
rial will be given tomcrrow, s$o be sure to study
well today. Ara there any questions?
**Go ahead and form into groups of two or

threce in your teams and work on your work-
sheets.”

Ailow students to work in teams for the remain-
der of the period. Walk around the room, moving
from team to team to see that students are working
well together. If you or the students themselves
find other effective ways to work together on the
problems, feel free to use or encourage that
method. However, try to avoid a situation where
stirdents just do their problems indepencdently and
do not ‘"teract with their teammates. Aiso, make
sure that teammates are explaining missed prob-
lems to onc another rather than just grinding
through the worksheets. Remind students that the
worksheets are for studying, and that their goal Is
to be sure that every student on the team can do
the problems on his or her own. At the end of this
work period, have the teams collect their work-

‘sheets and give them to you! to heep for the next
practice.

Step 3; Continued T 2am Practice and Quiz
You will need: Team Summary Sheets.

R Copies of the worksheet and
answer sheet for Unit 1 (from
previous practice if used before).
Enough copies of the quiz for each
student,

1. Team Practice. As students come into class,
have them move their desks to get into their teams
again. You may need to remind students of their
team assignments. If you wish, you may take ten -
fifteen minutes to review your lesson. Then pas*
out two copies of the first worksheet and answe.
sheet to each team. Try to ieinforce the idea tha*
the worksheets are study aids, not something tha.
should be filled - ut and handed in. Let students
work in their team= for about half of the period.

One problem that socmetimes arises at this point
is that of students who study or work for five or ten
minutes and then say they are finished. If this
happens, remind students that they will soon be
taking a quiz in which they will need to know the
material. If students claim to know the: material,
remind them to help those o their teams who do

&y

19

“not — the whole team has to do well if they are to

be successful as a team. If team members try to do
the problems independently, remind them that their
teammates are there to help them, and encourage
thern to cher:k each others' work to try to locate
and expluin errors.

About ten minutes after the team practice
begins, have students work with new partners
within their teams. This helps reinforce the idea
that it is a tean effort that is important, rather than
just individunls or pairs. :

if you have some students who are having sub-
stantial difficulty with the subject matter, you may
wish to have a resource teacher or aide work with
them on the material the class is studying.

2. Quiz. If students appear to have dune
enough studying and there are at least twenty-five
minutes until the end of the class period, have
students put away all materials and take the quiz.
If there is rot enough time left, give the quiz during
the next period. Make sure you have left enough
time for students to complete the quiz. (It should
be a "power” test, not a “'speed" test.) Have stu-
dents move their desks arart if possible {o mini-
mize the possibiuty of copying.

You may aliow students to check each othars’
papers; or, if you wish, you may collect the papers
and check them yourself. Either way, it is essential
that the papers be corrected in time for the next
class period. If you allow students to check each
others’' papers, have them exchange papers with
membe:s of other teams; then, read off the correct
answers. Have students mark an X" through the
numeral of each incorrect answer and circle the
numeral of 2ach correct answer in pen or colored
pencil (so the students cannot change each otheis’
answers). Have the checkers put their names on
the papers they check. Then have them return the
quizzes to their owners {make sure that the owners
do not write on them), and have all students pass
their quizzes in. You should recheck the answers
after school to be sure they were accurately
marked. Again, if you check the papers yourself,
be sure to do so in time for the next class period.

Figuring Individual and Team Scores

As soon as possible after each quiz, you should
figure individual improvement scores and team
scores and write a class newsl|etter (or prepare a
class bulletin board) to announce the team .cores.
If at all possible, the announcement of team scores
should be made in the first period after the quiz.
This makes the connection between doing well and
receiving recognition clear to students, which
increases their motivation to do their best.

Improvement Points. The points that students
earn for their teams are the difference b«  'gan
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their quiz scores and their base scores. Nota that
this system Is based on thirty-item quizzes, which
are used in all of the Johns Hopkins Tearn Learning
mateials. If you are using your own quizzes. or are
dividing one of the Johns Hopkins quizzes into two
or more shorter quizzes, you must &djust scores to
equal those of a thirty-item quiz. For example, @ach
temon a ten-item quiz is worth three points, each
tern nn a fifteen-item qQuiz is 'worth two points, and
each item on a twenty-item quiz is worth 1%
points. Appendix 1 transforms scores for qulzzes

with 8,10, 12, 15, 20, and 25 items to have scores
comparable to a thirty-item quiz. Students can earn
a maximum of ten improvement points, and they
receive the ten-point maximum if they get a perfect
paper, regardless of their base score. The purpose
of the maxiinum is to avoid putting an unfair ceiling
on the possible scores of high-performing students.
The minimum number of improvement points which
students can e~rn is zero (even If their quiz scores
are below their base). Thus, a column of the Quiz
Score Sheet could be filled out as follows:

Figure Z. Example of Base Scores and Improvement Points
Date: October 25

-

Quiz: Adding two digits withput renaming

Student Base Score ¢ Quiz Score Improvement Points
Jinn 16 i 23 _ 7
Mary 18 ' 30 - 10
Tanya 23 30 10
Sam 16 27 . 10
Cheryl 17 17 ' 0
Jose 21 23 - 2
Frank 18 17 0

Note that the improvement points are simply the
difference between the quiz score and the base -
score, with a few exceptions. Mary and Sam weuld
have earned more than ten improvement peints,
but there is a maximum of ten: Frank did niot even
maké his base score, but he does not ge'. negative
imgrovement points — just zero. Figuring improve-

ment points ig not at all difficult, and when you get -

used to it, it will take only a few minutes. The
purpose of base scores and improvement ponite is
to make it possible for, ail students to bring
maximurm points to their teams, whatever their
level of past performance. Students understand
that it is fair that each student should be compared
to his or her own level of past performance, as all
students enter class with different levels of skills
and experience in the subject.

Put the points you have calculated on each
student’s quiz as follows: Base Score = 18; Quiz
Score == 23; Improvement-Points = 5.

Team Scores. To ligure team scores, put each
student's improverment points on the appropriate
Team Summary Sheet. If there are four team mem-
bers, simply add up the individual improvement
points to get team scores, but if there are trams
with two, three or five students whc took the quiz,
use Appendix 2 to prorate their total team scores
to be co nparable to thuse of the four-member
teams. For example, if a five-member team had a

o e e L S

total score of 25, its transformed score would be
20. Only the transformed score should be con-
sidered in determining the team standing and
computing the cumulative score. Figure 3 shows
two STAD team score sheets. Note that in the team
with four members (The Fantastic Four) the scores
are simply added to find the total team score; in the

. five-member team (The Five Alive), the score was

proratcd using Appendix 2.

Recosni+ing Team Accomplishments

Mewsletiers. As soon as you have calcuiated
points for each student and figured team scores,
write a newsletier to recognize successful teams.
Figure 4 shows a sample STAD newsletter. Note
that the score of the five-member Five Alive team is
represented with the total score, a slash, and the
transformed score. You' can write the newsleiter on
one ditto master and run off class copies. Iri the
newsletter, emphasize team success as much as -
possible. You may mention students who got
maximum scores (ten points), but when you do,
always mention the teams they came from. it is
important to help students value tram success.
Your own enthusiasm about team scores will help.
If you give more than one quiz in a week, combine
the quiz results into a single weekly newsletter
report.
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“ ' Figure 3. Examples of STAD Team Scores

TEAM SUMMARY SHEET
Team Name Fantac tic Four

Team Members 1 2 3 4 5 6 7 8 9 10
FRauke . g | 1019 |

IS i} 1 | @

\ Izu 18 ) -l (o
L L« 7 (0 1o

Total Team Score 251 20| 29

Transformed Team Score - - —

Team Standing This Week 2 b 2,

Cumulative Score 2 €351 9

Cumulative Standing 2 { {

TEAM SUMMARY SHEET
Team Name WQ. F(ﬁg ah\.’e

Team Members 1 2 3 4 5 6 7 8 9 10
Carios 10 6 10 |
Verrne @ '
| N@A:ﬁ o] 1o G —

_Clnarie; 4 4 10 _
Oliver 0 | 4 7
Total Team Score a5 25 a7
Transformed Team Score 2.d 22 | 20
Team Standing This Week s 1 5
Cumulative Score 2.4 qd | 74

YCumulative Standing g (o 5 ]

Bulletin Boards. Bulletin boards may be used
instead of or in addition to newsletters to recognize
team success. Many teachers write the names of
the teams on strips of construction paper or poster-
board and display them in order of their team
standings on the last quiz. There are many variants
of this. One teacher put the team names on kites
and arranged them so that the highest team was on
the highest kite, while another put the team names
on pictures of fiowers and had the height of the
fiower represent the team standing.

Rewards Other than Newsletters or Bulletin
Boards. The amount and kind of rewa d you give
for team success will help determine th.e success
01 STAD, but different amounts or kinds are heeded

in different classes. In many schools, especially
ones with many students with motivation problems,
it inay be crucial to give the winning teams some-
thing more than (or instead of) the newsletter. For
the top three teams, this could be refreshments;
free time during class to play quiet board garres
or read: ribbons or trophies; permission to line up
first for recess or to go to the next class; or any-
thing else you an think of that is inexpensive but
would he valued by vour students. The rewards do
not have o be large to ba quite important ir. con-
vincing the students that you really do value team
success, although your own aititude toward coop-
eration and team success will be more important
than any amount of team reward.
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- - Figure 4. Sample STAD Newsletter

SPOTSYLVANIA ELEMENTARY SCHOOL

March 21, 1981

CALCULATORS OUTFIGURE CLASS!

The Calculators (Charlene, Alfredo, Laura, and Carl) caiculated their way into
first place this week, with big ten-point scores by Charlene, Alfredo, and Carl,
and a near-p2rfect team score of 38! Their score jumped them from sixth to third
in cumulative rank. Way to go Calcs! The Fantastic Four (Frank, Otis, Ursula,
and Rebecca) also did a fautastic job, with Ursula and Rebecca turning in ten-
pointers, but the Tigers (Cissy, Lindsay, Arthur, and Willy) clawed their way
from last place last week to a tie with the red-hot Four, who were second the
first week, and first last week. The Fantastic Four stayed in first place in
cumulative rank. The Tigers were helped out by ten-point scores from Lindsay
and Arthur. ‘The Math Monsters (Gary, Helen, Octavia, Ulysses, and Luis) held
on to fourth place this week, but due to their big first-place score in the
first week they're still in second place in overall rank. Helen and Luis got
ten points to help the M.M.'s. Just behind the Math Monsters were the Five Alive

(Carlos, Irene, Nancy, Charles, and Oljver), with ten point scores by Carlos
and Charles, and then in order the Little Professors, Fractions, and Brains.
Susdn turned in ten points for the L.P.'s as did Linda for the Brains.

This Week's Rank

This Week's Score

Overall Score

Overall Rank

lst ~ Calculators 38 81 3
2nd - Fantastic Four s 35 89 1
2nd -~ Tigers s Tie 35 73 6
4th - Math Monsters 40/32 85 ‘ 2
Sth - Five Alive 37/30 74 : 5
6th - Little Professors 26 70 8
7th - Frartions 23 78 4
8th - Brains 22 71 7
TEN POINT SCORERS
Charlene (Calculators) Helen (Math Monsters)
Alfredo (Calculators) Luis (Math Monsters)
Carl (Calculators) Carlos (Five Alive)
Ursula (Fantastic Four) Charles (Five Alive)
Rebecca (Fantastic Four) Susan (Little P ofessors)
Lindsay (Tigers) Linda (Brains)
Arthur (Tigers)
A @ ®
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Returning the First 8et of Quizzes

When you return the first set of quizzes (with the
base scores, Quiz scores, and improvement points)
to the students, you will need ic explain the

impravement point system. In your explanation,
emphasize the following:

‘1. The main purpose of the improvement point
system Is to give everyone a minimum score
to try to beat and to set that minimum score
based on past performance so that all
students will have an equal chance {o be
successful if they do their best academically.

2. The second purpose of the improvement
point system is to make students realize that
the scores of everyone on their team are
important — that all members of the team
can earn maximum improvement points if
they do their best.

3. The improvement point system is fair be-
cause everyone is competing only with
himself or herself — trying to improve his or
her own performance — regardless of what
the rest of the class does.

Weekly Schedule after the First Week

After you return the first quizzes and newsletiers
and discuss the improvement point system, you
may begin the next unit. Following the introductory
week, you may usc a schedule liketn's:

1. -Teach lesson (one or more periods)
2. Team practice (one or more periods)
3. Team practice/quiz (one period)

Of course, you may take more or less time for
each of these activities as you see fit. That is, you
might take less than one period to teach a review
lesson, or more than one quiz period if you feel it is
needed for a long quiz. Following this schedule,
you could teach two STAD units per week, or you
could intersperse STAD with other activities. For
example, many English teachers use STAD two or
three periods each week to teach language

mechanics, and use the other two or three periods .

for composition, llierature study, and so on.

Recomputing Base Soores aﬁ.er
Two Quizzes

The initial assignment of base scores is just a
beginning point. After the first two quizzes, you
will need to use Appendix 3 to determine what
each student's new base score will be. To do this,
you should add each student's two quiz scores,
and find the total score on the left side of the table.
Then find the old base score at the top of the table.
Follow the row across and the column down until
you come to where they intersect. This will be the
student’'s new base score. For example, suppose a
student had a base of 18 and quiz scores of 23 and
28. The student’s total score would thus be 23 4
28 = 51, Looking at Appendix 3, you would find the
number 51 on the left side of the table. You would
find the old base (18) along the top of the table. At
the intersection of this row and column, you will
find the number 20, which would be the student’s
new base score. If a student misses a quiz, double
the one quiz score that is available and ther. use
the table in the same way. if the student has
missed both quizzes, give the student the old base
score again. If you give 2 student a zero for
skipping class or for some disciplinary reason, be
sure to count it as a missed quiz for the purpose of
assigning base scores.

Students should know their own base scores,
but not those of other students. Whenever you tell
students their basescores, do so on a returned
quiz or in some other private way.

Changing Teams

After five or six weeks of STAD, reassign stu-
dents to new teams. This gives students who were
o, low-scoring teams a new chance, allows
students to work with other classmates, and keeps
the program fresh.

Grading

Wten it comes time to give students report card
grades, the grades should be based on the stu-
dents' actual qQuiz scores, not their improvement
points or team scores. If you wish, you might make
the students’ improvement points and/or team
scores a small part of their grades; or, if your
school gives separate grades for effort, you m'ght
use these scores to determine the effort grades.

’
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TEAMS - GAMES - TOURNAMENTS (TGT)

Overview

TGT is the same as STAD in every resp:-ct but
one: instead of the quizzes and the individua!
improvement score system, TGT uses academic
game tournaments, in which students compete as
representatives of their teams with members of
other teams who are like them in past academic
performance. The components of TGT are
described below.

Class Presentations. Material in TGT is initial'y
introduced in a class presentation. This is most
often a lecture-discussion conducted by the
teacher, but could include audio-visual presenta-
tions. Class presentations in TGT differ from vusual
teaching in that they must be clearly focused on
the TGT unit. In this way, students realize that they
must pay careful attention during the class presen-
tation, because doing so will help them to do well
in the tournaments, and their tournament scores
determine their team scores.

Teams. Teams are composed of four or five stu-
dents who represent a cross-section of the class
in academic performance, sex, and race or
ethnicity. The major function of the team is to
prepare its members to do well in the tournaments.
After the teacher presents the material, the team
meets to study worksheets or other material. ‘"he
worksheets may be materials obtained from the
Johns Hopkins Team Learning Project, or they may
be teacher-made. Most often, the study takes the
form of students quizzing one another back and
forth to he sure that they understand the conte-t,
or working problems together and correcting any
misconceptions if teammates make mistakes.

The team is the most important feature of TGT.
At every r wint, emphasis is placed on team mem-
bers doing their best for the team, and on the team
doing its best to help its members. The team
provides the peer support for academic perform-
ance that is important for etfects on learning, and
the team provides the mutual concern and respect
that are important for effects on such outcomes as
intergroup relations, self-esteem, and acceptance
of mainstreamed students,

Games. The games are composed of simple,
course content-relevant questions that students
must answer, and are designed to test the know!-
edge gained by students from class presentations
and Huring tec n practice. Games are played at
tables of three students, each of whom represents
a difereni team Most games are simply numbered
questions on ¢ ditto sheet. A student picks a
number card and attempts to answer the question

that corresponds to the number. A challenge rule
permits players to challenge each other's answers.

Tournaments. The t)urnament is the structure In
which the games take place. It is usually held at the
end of the week, after the teacher has made a class
presentation and the teams have hpd time to
practice with the worksheets. For the first tourna-
ments, students are assigned to tournament tables
by tho teacher. The top three students in past
performance are assigned to Table 1; the next
three to Table 2; and so on. This equal competition,
like the individualdmprovement score system in
STAD, makes it possible for students of all levels
of past performance to contribute maximally to
their team scores it they do their best. Figure 5
illustrates the relationship between teams and
tournament tables. After the first week, howevey,
students change tables depending on their own
performance in the most recent tournament. The
winner at each table is “bumped up” to the next
higher table (e.g., from Table 6 to Table 5); the

. second scorer stays at the same table; and the low

24

scorer is "bumped down."” In this way, if students
have been misassigned at first, they will eventually
be moved up or down until they reach their true
level of performance.

Team Recognition. A newsletter is the primary
means of rewarding teams and individual students
for their performance. Each week, the teacher
prepares a newsletter to announce tearn scores.
The newsletter also recognizes the highest scoring
teams and tournament table winners, and reports
cumulative team standings. In addition to or
instead of the newsletter, many teachers use
bulletin boards, special privileges, small prizes, or
other rewards to emphasize the idea that doing
well as a team Is important.

Preparing to Use TGT

Materials. TGT can b:2 used with curriculum
matcrials specificall' - da=i~-< {{or Student Team
Learning and ¢ siriputed by ...@ Johns Hopkins
Team Learning Project, or it can be used with
teacher-made materials. As of this writing, Johns
Hopkins materials are available in Mathematics for
grades two through eight, plus High School Con-
sumer Mathematics, Algeb:a I, and Geometry;
Elementary and Junior High School Language Arts;
Elementary and Secondary Nutrition; and Juniur
High School Life Science and Physicai Science.
Additional units in Secondary Social Studies and
Functional Reading are also in preparation.
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_ However, Itis quite easy to make your own Introducing TGT to Your Class

Tournament Tournament Tournamenty { Tournament On the day you begin to use TGT, teach the first

materials. Simply make a worksheet, a worksheet Before you bagin to use TGT in your class, you
answer sheel, a game sheet, and a game answer will need to have ready the following materials:
sheet for each unit you plan to teach. You will also 1. Your lesson plan for Unit 1 (your first lesson).
need to make or buy decks of cards numbered 2. Worksheets and answer sheets (one copy of
from one to thirty. These come with all of the each for every two students) for Unit 1.
Student Team Learning kits distributed by the 3. Gamesheets and game answer sheets (one
copy of each for every three students) for
Unit 1.
Figure 5. Assignment to Tournament Tables 4, Team Summary Sheets ﬁlled out with the
TEAM A names of the team members (team name
, blank).
Al A2 A3 A4 5. Your list of students ranked from highest to
[f"““ Average Average LQ lowest in past performance on a Tournament

Table Assignment Sheet.
Step 1: Firs! Lesson
You will need: Your lesson plan for Unit 1.

Table Table Table | Table ]  lesson of anew unit. You may use a lecture, a
1 ' 2 ‘ discussion, demonstrations on the chalkboard, or
' audio-visual aids to introduce the unit. Make sure
that what you teach is closely zatched to the
objectives tested by the game, -nd do not spend
excessive time on unrelated material. Students

L

[B,, B- .‘,' [\ c-a 0_4] must have the sense that they will be held respon-
High Average Averlge Low High Average Average Low sible for everything you teach.
The amount of time you spend on introducing
TEAM B - ' TEAM C the unit is up to you. One full class period should
' ' be enough ‘or most units in most classes, but you
Johns Hopkins Team Learning Project, or you can may take two, three, or even more periods to do
make them by putting numbers on index cards. the initial teaching if you fee! that more time is
You will need about a dozen sets of number cards needed. Remember, though, that students will have
(one set for every three students in your largest opportunities to study the content and practice the
class). The game sheets usually consist of thirty skills you introduce, 80 you need nct be exhaustive
items, as this is the number of cards provided in in your presentation.
the Johns Hopkins Team Learning materials. If you
wish to make shorter games, have students Step 2: Introducing Team Assignments and
remove any cards for which there are no items. Team Practice
See Appendix 4 for Instructions for making your You will need: One copy of the worksheet for Unit
own curriculum materials for TGT. 1 for every two students.
Assigning Students to Teams. Assign students One copy of the worksheet answer
to teams as described in the section on STAD, sheet for Unit 1 for every two
pp. 16-17. When you rank students to put them on students.
teams, do 3o on a Tournament Table Assignment Team'Summary Sheets filled out
Sheet. This form is reproduced in the Appendix with team members’ names (team
and can be copied from there. name biank).

Suggested Schedule for Introducing TGT

e -

Day 1 ' Day 2 Day 3 Day 4 : Day 5

—— e e e —————— A 1RO 1 e

Teach Lesson 1 Teach Lesson 1 Introduce Team Team Practico Tournament
(or free day) . Assignments and
: ' Team Practice
Session
(worksheets)
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1. Introduce Teams. Explain the concept of
teams and teamwork to the students. In your
introductnon you might say the following:

""For the next several weeks, we are going to
use a new way of learning. it is called ‘'TGT,’
which stands for Teams-Games-Tournaments.
InTGT, you will be working on a team. Being on a
team and helping each other will help you learn
the matarial we study in class. You will have
worksheets to use in your team practice ses-~
sions. To see how well you learn, aach of yyou
v:iil be playing in a game tournament every
week. The games will contain items based on the
material that | present in class and that you
study in your teams. In these tournaments you
represent your team and earn points for yaur
team. The winning teams and the students who
contribute the most to their teams' scores will be
recognized in a class newsletter.

"Each week you and your teammates will have
a chance to work together to practice and help
each other get ready for the tournament. Today
| am going to assign you to teams. Then you will
have some time to work together and prepare
each other for the tournament which we will have
later this week.”

2. Inform Students of Their Team Assignments.

“Now | will tell you which team you will be on.
When | read your name, find your teammates and
sit next to them. Then choose a team name.
Choose a good one, because you will use it for
several weeks."

Read the names of the members of each team
and point out a place for ‘he team to assemble,
Students should move desks together to face each
other or move to common tables. While the teams
are deciding on n.imes, pass out two c¢opies of the
worksheet and two copies of the worksheet answer
sheet for your first lesson to each team. Only two
copies are given to each team to emphasize that
the worksheets are for team practice, not meant to
be filled out and returned. Record the team names
chosen by the teams on the Team Summary
Sheets.

3. Introduce Team Practice. After the team
names have been recorded, continue as follows:

“The purpose of the team you are in now is to
prepare its members for a tournament ihat we
will have each week. The tournament will give
you a chance to earn points for your team. Each
team will have time to practice together the day
befote the tournament. The idea of team practice
is to give teammates an opporiunity to help each
other learn so0 that the whole team can do well in
the tournament.”

Make sure that each team has lovuted its work-
sheets and answer sheets. Then explain to students
how they should work together.

““You may practice in your teams however you
wish, but | will ghow you one way of practicing
that may help you.

“You have in front of you a worksheet and an
answer sheet for this week's unit. Every team
shovid have two worksheets and two answer
sheets for the whoie team. Find your worksheets
and answer sheets.”

Allow time for students to find worksheets and
answer sheets. Make sure you have everyone's . |
attention before you continue with the foilowing:

“If you look at the worksheet you will see & set
of instructions and & list of items. The games in
the tournament will have questions like those on
the worksheet. Your job as & team will be to
make sure every member of your team can do
every item on the worksheet. To do this, you can
first work in groups of two or three within your
teams. You may study the worksheet together,
checking yourselves against the answer shee!.
You might want to quiz each other on the items;
or, if the questions require a lot of figuring, you
might work the problems one at a time yourself
and then check your answers with your team
partner or partners. If your partners make any
mistakes, try to help them understand why they
made the mistake, as well as learn the correct
answer. You may look at each others’ work and
try to figure out where your teammates made
their mistakes so that no one will make that
mistake again. In other words, you will be each
others’ teachers.”

If the material consists of problems that take
time to work out (as in mathematics for example),
the students should divide into groups of two or
three within their teams and work the problems
together one at a time, checking the answer sheet
after each problem is completed and correcting
any misconceptions if teammates make mistakes.
If the material consists of short-answer questions,
students should take turns quizzing each other
back and forth until they teel confident in their
answers. In either case, emphasize the following:

1. Noone is finished studying until he or she
is sure that every one of his or her teammates
has mastered the material.

2. When students have questicns, they should
try to get answers within the team betore
asking the teacher.

3. Teammates should explain answers to each
otherinstead of simply checking each other
and then just going on.

If there is still time in the pernod continue as

follows:

“Ncw you may divide Into groups of iwo or
three within your teams and begin to quiz each
other on the worksheet items. Use 1he answer
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sheets to check your answers. if you don't under-
-‘stand an answer, first discuss It with your team-
“matés, and then you may ask me. The idea Is to
use the workshets to learn and to help your
teammates learn—you are not finished with your
worksheets until you and all of your teammates
know the material. The tournament on this mate-
‘ rial will be held soon, so be sure to study well
today. Are there any questions?... Go ahead
and form into groups of two or three in your
teams and practice with your worksheets.”
Ailow students to work in teams for the remain-
der of the period. Walk around the room, moving
from team to team, to see that students are working
well together. If you or the students themselvas
find other effective ways to work together on the
problems, feel free to use or encourage that
method. However, try to avoid a situation where

.students just do their problems independently and

do not interact with their teammates. Also, make
sure that teammates are explaining missed prob-
lems to one another rather than just grinding
through the worksheets. Remind students that the
worksheets are for studying, and that their goal is
to be sure that every student on the team can do
the problems on his or her own. At the end of this
work period have the teams collect their work-
sheets and give them to you to keep for the next
practice session.

Step 3: Continued Team Practice
You will need: Team Summary Sheets

- Coples of the worksheet and
- answer sheet for Unit 1 (from
{ previous practice If used before).

As students come into class, have them move
their desks to get into their teams again. You may
need to remind students of their team assignments.
If you wish, you may take ten or fifteen minutes to
review your lesson. Then pass out two copies of
the first worksheet arnd answer shaet to each team.
Try to reinforce the idea that the worksheets are
study aids, not something that should be filled out
and handed in. Let students work in their teams for
the rest of the period.

One problem that sometimes arises at this point
is that of students who study for five or ten minutes
and then say they are finished. If this happens,
remind students that they will soon be playingin a
tournament in which they will nned to know the
material. If students claim to know the material,
remind them to help those on their teams who do
not—the whole team has to do well if they are to be
successful as a team. If team members try to do
the problems independently, remind them that their
teammates are there to help them, and encourage
them to check each others’ work to try to locate
and explain errors.

About ten minutes after the team practice
begins, have students work with new partners
within their teams. This helps reinforce the ldea
that it is a team effort that is irapoitant, rather than
just individuals or pairs.

If you have some students who are having sub-
stantial difficulty with the subject matter, you may
wish to have a resource teacher or aide work with -
them on the material the class is studying.

Step 4: Introduczing the Tournaments

You will need: One copy of a game sheet, game
answer sheet, Game Score Sheet
(reproduced from the Appendix)
and one deck of numbered cards

P for every three students.

Your Tournament Table Assignment
Sheet, with the students listed from
highest to lowest in past academic
performance.

Before you begin count the number of students
in your class. If the number is evenly divisible by
three you wil! have all three-person tournament
tables. If there is one student left over when you
divide by three, make the highest table a four-
person table; if two, make the two highest tables
four-person tables. In the column marked ‘“Toumna-
ment Number 1" on the Tournament Table Assign-
ment Sheet, put a 1" for the first three students on
the list, a *‘2" for the second three, and so on until
all the students are assigned. Avoid putting two
students from the same team at the same tourna-
ment table. If two teammates would be at the same
table, switch one with a student from the next
higher or lower table.

Also before you begin, you should play the TGT
game with friends to famitiarize yourself with the
rules. The rules are much easier to learn if you
actually experience them! Whether you play the
game yourself or not, make absolutely sure that
you completely understand the game rules before
you start.

1. Introduce the Tournament. In introducing
your students to the tournament, you might say
the following:

“Yesterday you all worked in your teams to
learn the material we have been studying. Today
you will get your chance to show how much you
learned in your teams. Each of you will play a
game in cornpetition with other students who
have done about as well as you have in this
subject in the past. Any points you win in the
game will be points for your team.

“In a moment | will assign you to tables to play
the game. You will play against different players
each week, although your team will always
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remain the same. Each of you should have a
good chance to win at your table, because the
competition will always be fair.

“After today's tournament, you will all receive

a class newsletter that will announce the winning

teams and the students who contributed the

most to their teams’ scores. Do your best in the
games, because your team is rooting for you!"

2.. Assign Students to Tables. To avoid empha-
sizing your students’ ranks, do not read the table
assignments in order. Give each table & deck of
numbered cards, a game sheet, a game answer
sheet, and a8 Game Score Sheet.

3. Introduce the Game. Explain the purpose and
the rules of the game. In explaining the rules, you
should ask one table (three students) to come to
the front of the class to demonstrate what the
players do at each step of the game. The game
rules are illustrated in Figure 6.

Figure 6. Game Rules
Reader

1. Picks a numbered card and finds the corre-
sponding question on the game sheet.

2. Reads the question out loud.

3. Triesto answer,.

(O~
1st Challenger

o)
o=
TN IZ Challenges if he or she

\ \/":' Ny wants to (and gives a
7 1

\ .
C: different answer),
2nd Challenger

Challenges if 1st challenger passes, if he or she
wants to. When all have challenged or passed, 2nd
challenger checks the answer sheet. Whoever was
right keeps the card. If the reader was wrong, there
Is no penalty, but if either challenger was wrong,
he or she must put a previously won card, if any,
back in the deck.

To start the game, the students draw cards to
see who is the first reader. The student with the
highest number goes first. Play proceeds in a
clockwise direction from the first reader.

When the game begins, the reader shuffles the
cards and picks the top one. He or she then reads
the question corresponding to the number on the
card out loud, including the possible answers if the
question is multiple choice. For example, if the
student picks card number 21, he or she answers

/ or passes.

question number 21, The reader Is 2" ~wed to
guess without penalty if he or she isn't» ‘e about
the answer. If the content of the game involves
math problems, all students (not just the reader)
should work the problems 8o they will be ready to
challenge. After the reader has given an answer,
the student to his or her left (first challenger) has
the option of challenging, and giving a different
answer, |f he or she passes, or if the second
Challenger has an answer that is different from the
first two, the second challenger may challenge.
Challengers have to be careful, though, bacause
they lose a card (if they have one) if they are
wrong. When everyone has answered, challenged,
or passed, the second chalienger checks the
answer sheet and reads the right answer aloud.
Whoever is right gets to keep the card. If either
challenger is wrong, he or she must put a previ-
ously won card (if any) back in the deck. If no one
is right, the card goes back in the deck.

For the next round, everything moves one posi-
tion to the left—the first challenger becomes the
reader, the second challenger becomes the first
challenger, and the reader becomes the second
challenger. Play continues until the period ends
or the deck is exhausted. When the game is over,

* players record the number of cards they won on

the Game Score Sheet in the column marked
“Game 1.” If there is still time, students should . ;
reshuffle the deck and play a second game untit" -
the end of the period, putting the number of cards
won in that game under “Game 2."

4. Play the Game. All the students should play
the game at the same time. While they are playing,
move from group to group to answer questions and
be sure that everyone understands the game
procedures. Ten minutes before the end of the
period, call “time" and have students stop and
count their.cards. They should then fill in their
names and scores on the Game Score Sheet, as
in Figure 7.

5. Calculate Game Scores and Tournament
Points. Have students add up the scores they
earned in each game (if they piayed more than
one) and fill in their day's total. If you have young
children (fourth grade or below), simply collect the
score sheets. if your students are older, you may
have them calculate their tournament points.
Tournament points for all possible outcomes are
summarized in Figure 8. In general, have students
give the top scorer six points, the second scorer
four points, and the third scorer two points at a
three-person table with no ties. If there are more
or less than three players or if there are any ties,
use Figure 8 to tell students what to dc. When
everyone has calculated his or her tournament
points, have a student collect the Game Score
Sheets. While he or she is doing S0, you may take
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Figure 7. Sample Game Score Sheet

 GAME SCORE SHEET (TGT) ROUND & _
. Day's Tournament
Player Team Game 1 Game 2 Gam: 3 Total Points
 ERic GIANTS 5 7 /2 2 |
LISA_A. CeNUSES | 14 10 24 &
ARRYL B.BONE | £/ /2 23 ¥
Figure 8. Calculatihg Tournament Points
FOR A FOUR-PLAYER GAME
Tie For Tie For Tie For | 3-Waylie | 3-Way Tie | 4-Way | Tie For Low
Player No Ties Top Middie Low ForTop | ForLow Tie and High
: Top Scorer 6 points -] ] 6 5 ] 4 5
High Middie Scorer 4 points 5 4 4 5 3 4 5 .
Low Middie Scorer 3 points 3 4 34 5 .3 4 3
Low Scorer 2 points 2 2 3 2 3 4 3
FOR A THREE-PLAYER GAME FOR A TWO-PLAYER GAME
Tie For Tie For 3 Way Player No Ties Tied
Player No Ties Top Score | Low Score Tie
Top Scorer 6 points 4
Top Scorer 6 points 6 L] 4 Low Scorer 2 points 4
Middle Scorer 4 points ] 3 4 :
Low Scorer. 2 points 2 3 4
Figure §. Sample Team Summary Sheet ‘
Team Name GEN/USES
Team Members 1 2 3 4 5 ¢ 7 8 9 10
MARK 6|2 2 |4
KEVIN 4 14 12 16
LISA A, 51214 16
JOHN F. A6l b 12 1Y
DEWANDA |4 | 4 | 6 |2
Total Taam Score 25 | /8 16 2.2
Transformed Team Score 20 |74 | 13 /8
Yeam Standing This Week I 3 5 3
Cumulative Score gg 3 4 4 7 6’ 5
__ Cumulative Standing _ Al l2 12 .
& 20
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fina! questions or comments, and then dismiss
the class. \

N - an

Figuring Team 8oores

As soon as possible after the tournamer.:, you
should figure team scores and write the class
newsletter to announce the standings. To do this,
first check the tournament points on the Game
Score Sheets. Then, simply i/ansfer each student's
tournament points to the Team Summary Sheet for
his or her team, and add up all the team members’
scores. lfthe” .. has four members, you &re
finished. However, if the team has more or less
members than four, you will need to transform the
scores to be fair in comparing team scores.
Appendix 2 gives transformed scores for all
possible team sizes and number of points. For
example, if a five-member team receives a total
score of 22, the team will receive a transformed
score of 18. Only the transformed scores for three-
or five-member teams should be considered in
determining the tearn rank. The cumulative score
the team has made te date is also recorded on the
Team Summary Sheet. Of course, it is the trans-
formed scores that are used to get the cumulative
score.

Figure 9 shows how scores are recorded and
totaled for one team. Note that because this team
has five members, the total team scores have been
transformed to be comparable to the scores of
four-member teams.

Bumping — Reassigning Students to

Tournament Tables

Bumping, or reassigning students to new tourna-
rient tables, must be done after each tournament
to get ready fnr the next touri...i:ant. It is easiest
to do the bumping at the same w:,2 as you figure
team scores and write the newsletter. Use a
Tournament Table Assignment Sheet for this
purpose.

To “bump” students, follow the steps below. A
diagram of the bumping procedures is shown in
Figure 10, and an example of a completed Tourna-
ment Table Assignment Sheet, showing how the
bumping procedure might work for a hypotheticai
class after two tournaments (one tournament per
week), is depicted in Figure 11.

1. Use the Game Score Sheets to identify the
high and low sccrers at each tournament table.
On the Tournament Table Assignment Sheet, circle
the table assignments of all students who were
high scorers at their tables. If there was a tie for
high score at any table, flip a coln to decide which
number to circle; do not circle more than one
number per table. In Figure 11, Tyrone, Maria, Tom,
Carla, ahd Ralph were table winners in th~ {'rst
tournament, so their table numbers are ¢ rcled in

the first column; Tyrone, Liz, John T., Tanya, and
Ruth were winners in the second tournament, so
their numbers are cirgled in the second column.

2. Underline the table numbers of students who
were Jow scorers. Again, if there was a tie for low
score at any table, fiip a coin to decide which to
underline; do not underline more than one number
per table. In Figure 11, Sarah, John T., John F,,
Kim, and Shirley were low scorers at their resper-
tive tables in the first tournament; Sam, Sylvia,
Tom, John F., and Kim were low scorers in the
second tournament,

3. Leave all other table assignments as they
were, inciuding numbers for absent students.

4. In the column for the next tournament,
transfer the numbers as follows:

If a number is circled, reduce it by one (@ be-
comes 3). This means that the winner at Table 4

~ will compete at Table 3 next week, a table where

the competition will be more. difficult. The only
exception is that (@) remains 1, because Table 1 is
the highest table. If the number is underlined,

“Increase It by one (4 becomes 5), except at the

lowest table, where the low scorer stays at the
same table (e.g., 10 remains 10). This means that
the low scorer at each table will compete next
week at a table where the competition will be less
'difficult. if the number is neither underlined nor
circled, do not change it for the next tournament —
transfer the same number.

In Figure 11, note that Tom won at Table 3 in the
first tournament and was bumped up to Table 2.

At Table 2 he was the low scorer, so for the third
week's tournaraent he will compete at Table 3
again. Sylvia was the middle scorer at Table 3 in
the first tournament, so she stayed at Table 3; then
she lost in the second tournament and is moved to
Table 4.

5. Countthe number of students ass:gned to
each table for next week's tournament. Most tables
should have three students; as many as two may
have four. If table assignments do not com« out
this way, make some changes in table assignments
80 that they do.

Figure 10. Tournament Bumping Procedures
M = Middle Scorer L = Low Scorer

T‘,——-\TM‘\T k"_\T"'—‘\T

@U@.C

T = Top Scorer

Note that in Figure 11, Tyrone won at Table 1
twice, but did not change tables because there was
no place to go higher than Table 1. Chirley and

11y
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‘Flgure 11. Sample Tournament Table Assignment Sheet with Bumping

TOURNAMENT TABLE ASSIGNMENT SHEET (TGT)

'(Five Tournament Tablas)

Tournament Number:

Student Team B 2 3 4 § 16|78 1011 }]12] 13
SAM Orhglc,s [ _,_, 2.
SARAN Covgars Jl21]2
TYRONE whiz Kids = (@D ]/
MARIA Geniuses &\t |/
Liz Orioles 2 D/
JounN T, Cougars 213)|2
YLVIA Whiz. Kids 13 |32 |4
TomM 1Geniuses 32 |3
JOHN_F. Orioles |3 %15
ANYA whiz Kids |4 |(D]3
CARLA Oricles @3 |3
JAIM Ccugars 415 |5
ICARLOS  |Geniuses 414 |4
SHIRLEY Whiz Kidg |5 1515
ALPH Cou_c_;;c\rs G| 4 ‘/
IRUrd Gﬁcniusg}b LR Olls

Note: Results of ] ] Tournament Table

@ indicates high scorar at Table 3 Most Recent Assignment for
3 indicates middie scorer at Table 3 Tournament ! Next Tournament
3 Indicates low scorer at Table 3 31
Q 1 ,1 (
ERIC g

IToxt Provided by ERI




Kim lost at Table 5, but were not "bumped down"
because Table 5 is the lowest table.

Recognizing Team Accomplishments

The motivational force that TGT generates is
greatly enhanced when public announcements,
bulletin board displays, and newsletters are used
to publicize the tournament results and indicate
their importance. Of the three, the newsletter is
perhaps the most effective in creating a sense of
excitement regarding the fournament and the
students’ performance.

The newsletter is also easy to produce. it can be
written or typed on a ditto master and then run off
and distributed to each student. it is best to have
the newsletter out as soon as possible after each
tournament.

When the Team Summary Sheet are completed
(see Figure §), it is easy to transfer the information
for the last recorded tcurnament into the news-
letter format. The Team Summary Sheets contain
columns for several tournaments. After the sheets
are completed, it is simply a matter of sorting them,
once to rank the team scores for the latest tourna-
ment from highest to lowest, and once to rank the
cumulative team scores. Then transfer the informa-
tion tn the newslstter:”

Figure 12 depicts a sample TGT newsletter. Note
that while tearn success is emphasized in the TGT
newsletter, table winners are also recognized,
along with the teams they came from. Rewards for
winning teams such as refreshments, free time, or
special privileges, may be added to the newsletter
recognition to make team success more important
to students. See p. 21 for a discussion of such
additional rewards.

Weekly Schedule after the First Week

After you pass out the first newsletters, you may
begin the next unit. Following the introductory
week, you may use a schedule like this:

1. Teach lesson (one or more periods)

2. Team practice (one or more periods)

3. Tournament (one period)

Of course, you may take more or less time for
each of these activities as you see fit. For example,
you might take less than one period to introduce a
review lesson. Most teachers go through one cycle
of teach-practice-tournament per week, with the
tournament falling on a Friday. if they take one
period for the lesson and one for team practice,
this leaves two periods per week for other activi-
ties. Many teachers use TGT for part of the week to
teach skills (such as language mecpanics. math
operations, basic science knowledge, geography)
&nd use the rest of the week for activities that do
not lend themselves to the singie right-answer
format of TGT (e.g., compositions, math or science
labs, discussion groups). Other Student Team
Learning methods described in this manual may be
used for these other purposes, or you may teach
them as you see fit. On the other hand, some
teachers use TGT intensively, and may hold as
many as two tournaments per week.

Changing Teams
After five or six weeks of TGT, assign students
to new teams. ‘

| Grading

TGT does not automatically produce scores that
can be used to compute individual grades. If this
is @ serious problem, you might use STA:. 'nstead
of TGT. To determine individua! grades, many
teachers using TGT give a midterm and a final test
each semester; some give a quiz after each tourna-
ment. You should base the students’ grades on
Quiz scores or other individual assessments, not on
tournament points or team scores. If you wish, you
might make the students' tournament points and/
or team scores a small part of their grades; or, if
your school gives separate grades for effort, you
might use these scores to determine the effort
grades, :

151




Figure 12. Sample TGT Newsletter

The Weskly Planst

4th Week March 28

FLASH! Fantastic Four Sweeps Language Arts Tournament! .

The Fantastic Four was the winning team this weex with a total of 22 points. John T.,
Kris, and Alvin put in outstanding performances for the Four, each contributing six points
to their team. Their victory brings the Four to second place in the National League stand-
ings, only six points behind the leading Giants!

Hot on the heels of the Fantastic Four were the Brain Busters with 27 points. Aaita
and Tanya helped the team out with victories at their tables, while Peter tied for first at
his. The Brain Busters are still in third place in National League competition, but are
moving up fast!

Third this week were thc American League Genfuses with 18 points. They were helped ouf
by Kevin and Lisa A., buth table winners. Other table winners were Lisa P. of the Daredevils
and Mike of the Grammar Haters.

THIS WEEK'S SCORES

1ST--Fantastic Four 2ND--Brain Busters 3RD--Genfuses
John T. 6 Anita 6 Mark 4
Mary - 4 Peter 5 Kevin - 6
Kris 6 Darryl 4 Lisa A. 6
Alvin. 6 Tanya 6 John F. 4
2 21 Dewanda 2
22/1E
Daredevils Giants Chipmunks Grammar Haters
Lica P, 6 Robert A Caroline 5 Sarah p
henry 2 Eric i « Jerry 2 Willy 2
Cindi 4 Sharon 2 Charlene 3 Mike 6
Fred 4 Sylvia 4 James 2 Theresa 3
_ John H. 2
16 12 12 15/12
SEASON'S STANUING FOURTH WEEK
National Lezgue American League
TEAM SEASON SCORE TEAM SEASON SCORE
Glants 78 Grammar Haters ‘ 74
Fantastic Four 72 Genfuses 65
Brain Busters 66 Duredevils 57
Chipmunks 59
T n
BEST CPY AVAILABL¢
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Overview

Jigsaw Is a technique developed by Elliot Aron-
son and his associates at the University of Texas
and the University of California at Santa Cruz. This
section presents Jigsaw Il, a modification of Jig-
saw that is most often used as part of Student
Team Learning. Jigsaw Ilis a relatively simpie
technique, designed to increase studenis' sense of
responsibility for their learning by making each
one &n “expert’ on one part of an instructional
unit, and then having each student teach the part
on which he or she is an expert ta the others on his
or her team. Original JJigsaw is described at the
end of this section.

Jigsaw Il can be used whenever the material to
be studied is in written narrative form. It is most
appropriate in such subjects as social studies,
literature, some parts of science, and related areas
in which concepts rather than skills are the
learning goals. The basic “raw material' for
Jigsaw Il should usually be a chapter, story, blog-
raphy, or similar narrative or descriptive material.

In Jigsaw Il, students work in heterogeneous
teams as in STAD and TGT. The students are
assigned chapters or other units to read, and are
given “Expert Sheets" which contain different
topics for each team member to focus on as he or
she reads. When everyone has finished reading,
students from different teams who had the same
topics meet to discuss their topics in an "expert
group” for about thirty minutes. The experts then
return to their teams and take turns teaching their
teammates about their topics. Finally, all of the
team members take a quiz that covers all of the
topics, and the quiz score becomes a team score
as in STAD. Also as in STAD, the scores which
studenis contribute to their teams are based on the
individual improvement scoie system, and high
scorirg teams and individuals are recognized in a
newsletter or bulletin board. Thus, students are
motivated to study the material well and to work
hard in their expert groups so that they can help
their team do well. The key to Jigsaw is inter-
dependence -— every student depends on his or
her teammates to provide the information neces-
sary to do well on the quizzes.

Preparing to Use Jigsaw 11

Materials. Before you begin, you need to make
an Expert Sheet and a quiz for each unit of mate-
rial. At present, there are no Johns Hopkins Team
Learning Project materials for Jigsaw, but prepar-
ing your own materials is not difficult. An example

of a complete Jigsaw Il unlt is presented In
Appendix 5. ‘

To make your materials, follow these steps:

1. Select several chapters, stories, or other
units \hat each cover the amount of material you
would like to cover in a two- to three-day unit. If
you plan to have students read in class, the selec-
tions should not require mcre than a half hour to
read; if you plan to assign the reading for home-
work, they can be longer.

2. Make an Expert Sheet for each unit. An
Expert Sheet tells students wt it they should con-
centrate on while they read, r.i1d tells them wnich
expert group they will work with. It identifies four
topics that are central to the unit. For example, an
Expert Sheet for the Level Four Harcourt-Brace
social studies book might refer to a section on the
Blackfcot indian tribes that is used to illustrate a
number of concepts about groups, group norms,
leadership, and so on. The Expert Sheet for tha'
section could be as follows:

" Expert Sheet

" *The Blackfoot"

To read: Pages 3-8 and 11-12.
Topics:

1. How were Blackfoot men expected to
act?

2. Whatis a group and what does it do?
What were the most important groups
for the Blackfoot?

3. Whatdid Blackfoot bands and clubs do?

4. What were the Blackfoot customs and
traditions?

As much as possible, the topics should cover
themes that appear throughout the chapter, instead
nf issues that appear only once. For example, if
the class were reading Tom Savvar, a good topic
might be “How did Tom feel about his commu-
nity?", which appears throughout the bouk, as
opposed to “What happened to Tom and Huck Finn
when they ran away?"', which a student could
leain by reading only a section of the book. Also
see the example of topics based on the Introduc-
tion to this manual in Appendix 5.

3. Make a quiz ‘or each unit. The quiz should
consist of at least eight questions, two tor each
topic, or some multiple of four so that there is an
equal number of questions for each topic. You may
wish to add two nr more genera! questions o make
the quiz have an even number of items. The ques-
tions should require considerable understanding,




becaus? the students will have had plenty of time
to discuss their topics in depth, and easy questions
would fall to challenge students who had done a
good job in preparatior.. However, th. questions
should not be obscure. In the Blackfc st example,
the fi’st two questions might be as follows:

1A: Which of the following was no! an ex-
pected way of behaving for a Blackfoot
man?
A. He was expected to be brave
B. He was expected to brag about how
many of the enemy tribe he had
touched
C. He vas expected to clean but/alo
\ meat
D. He was expected to share butfalo
meat

1B What are norms of behavior?
A. All the ways of acting that people ina
group have
B. The ways people in a group expect
tnemselves and other members of the
group to act
C. Records of great deeds

D. Sharing food with the vary old

All students must answer all questions. The quiz
should take no more than ten minutes. If you wish,
you may use an activity other than a quiz or in
addition to a quiz, as an opportunity for the team
members to show their learning. Such an activity
might be an oral repert, a written report, a crafts
project, and so forth. An example of a Jigsaw Il
quiz appears in Appendix 5.

Assigning Students to Teams. Assign students
to four- or five-member heterogeneous teams ex-
aclly as in STAD (see pp. 16-17). Put team
members’' names on Team Summary Sheets, leav-
ing the team name blank.

Determining Initial Base Scores. Rank students
on past performance aiid assign them intial base
scores exactly as for STAD (see p. 17). Use a Quiz
Score Sheet to record the initial base scores.

Scheduling Jigsaw |l Activities. Scheuuling of
Jigsaw ') depends on whether or not you assign
the re:ding as homework, how long it takes
students to read the material in class If you do not
assign it as homework, and how much time you
wich to set asida for the Jigsaw units. The se-
quence of activities and approximate times re-
quired are presented Lelow; you may shorten or
lengthen the suggested times to fi* your schedule
and the time needed for your particular materials.

Sequence of Jigsgw Il activities:

1. Pass out Expert Sheets and assign topics
(about 5 minutes).

2. fitudents read material (about 30 minutes).

3. Students meet in expert groups (about 20
minutes).

4. Students return to report to their teams
(abnut 20 minutes).

5. Quiz (about 10 minutes).

Total Time: 85 minutes

One problem with Jigsaw is that if students read
in class, some will finish before others and * (Il have
to wait for them to catch up. Students whe finish
early can be asked to go back over the material
and take notes. However, a better solution is to
have students do their reading at some other tin e,
such as in their reading groups or for homework,
80 that this does not become a problem. To do this,
you would f15s out Expert Sheets at the end of the
period, have students read at home or in their
reading groups, and resume the schedule with the
expert groups at the beginning of the next period.

Introducing Jigsaw II to Your Class

Befcre you begin to use Jigsaw !l in your class,
you will need to have ready the following materials:
1. Student copies of the reading unit you plan

to use (chapter, story, etc.).

2. An Expert Sheel for each student.

3. A quizfor each student.

4. Team Summary Sheets filled out with the
names of the team members (team narne
blani.).

5. A Quiz Score Sheet filled out with students’
naries and initial base scores.

Suggested Schedule for Introducing Jigsaw (i

Day1

introduce the
Idea of Jigsaw il
and Team
Assignmants

N A X R R ]

Day 2 Day 3

Finish Reading Experts' Re-
‘ports to Teams

P T T I P

Expert Groups

Pass out Read-
ing Material
and Expert
Sheets

D I ISP S e

Assign Topics
and Begin
Reading
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Step 1: Introducing Jigsaw ii

You will need:

+ A copy of the reading unit for each student.

e An Expert Sheet for each student,

e The Team Summary Sheets fil!ad out with
team members' names (team name blank).

1. Introduce the Idea of Jigsaw Il. To expluin
Jigsaw 1l 1o the students, you might say the
following:

“For the next several weeks we are going o
be using a new way of learning. 1t i, called
Jigsaw. In Jigsaw, you will be working on a team.
Being nn a team and helping each other will
help you learn better about what you read. Each
tezm member will have a special topic to learn
about. After you read the material, you will meet
with members of other teams who have the same
special topic and discuss your topic, and then
you will return to your team as an expert to
teaci your teammates about your topic. Finally,
everyone will be quizzed on all of the topics.

The topics are like the pieces of a puzzle — each

expert will be working to fit in his or her piece

so that the whole team can do well on the quiz.

Your quiz score will count toward a team score.

The winning teams and the studen's who con-

tribute the most to their teams' scores will be

recognized in a class newsletter."”

2. Inform Students of Their Teiam Assignments.

“Now | will tell you which team you will be on.
When | read your name, find your teammates
and sit next to them. Then choose a team name.
Choose a good one, because you will use it tor
several weeks."

Reid the ne mes of the members of each team
and point out a place for the team to assemble.
Students should move desks together to face each
other or move {o common tables. Record the team
names chosen by the teams on the Team Sum-
mary Sheets.

3. Pass out Reading Material and Expert Sheets.
After the team names have been recorded, pass out
the reading material and an Expert Sheet to each
student. Then continue as follows:

“As | mentioned before, the idea behind Jig-
saw is that each student becomes an expert on a
particular topic and then teaches it to his or her
trammates. The first step in this process is to
get a topic and then to read the material, looking
In particular for information about that topic. in
a moment, | will come around to assign you to
topics. When | 6o, you may beqin reading the
pages indicated on your Expert Sheets. Be sure
to read carefully, so that you may learn abeut
the,material in general and your own topic in
particular.”

4. Assign Topics and Begin Reading. Gio from
teain to team assigning students to topics. Make
the assignments randomly; it is not important who
yets which topics. As you assign topics, have the
stude: is start reading and let them read until the
end of the period. You may assign the rest of the
reading for homework or have students complete it
at another time such as during reading period, or
you may wait until the next period to have students "
finish their reading in class. Remind students to be
sure to bring their Expert Sheets back for the next
class period.

Step 2: introducing Expert Groups
You will need:
o A copy of the reading unit for each student.

1. Finish Reading. Let the students finish their
reading, if they have not done so for homework or
during some other time. Ask those who finish early
to go back over the materialto be sure they under-
stand it.

2. Introduce Expert Groups. As soon as almost
all students have finished reading, introduce expert
groups as follows:

“Now you will all have a chance to discuss
your topics with others who have the same topic.
In a moment, | will ask everyone who has topic
1 to get together, everyone who has topic 2 to
get together, and so on. In these expart groups
you will be able to talk about your topic to decide
what the most important things are about it. You
should share your information so that others
will share theirs. | will appoint a leader for each
expert group just for today. The leader's job is
to get every student in the expert group io help
add ideas. Are there any questions?"

Point out a p'ace for each expert group {0 assem-
ble. If there are more than seven students in one
group, divide the group into two groups. Appoint
a leader for each group. The leader does not have
to be a good student, but should be a student who
has the respect of his or her classmates. When
the students are in their expert groups, have them
start discussing their topics. Encourage them to try
to antici:ate what might be on the quiz, and rec-
ommend that they make lists of what they feel are
important answers to the questions asked in the
topics. Work with each expert group, one at a time,
to help them structure their task and use the time
etfeclively. You may wish to give the expert groups
special hints so that they will have truly unique
information to bring back to their teams. Also, you
may wish to give the expert groups specific dis-
cussion points to help focus them on the main
ideas in their readings.

Let the students work in their expert groups for
the rest of the period.
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Step 3: Experts’ Reports and Qulz
Yuu will need:

» A copy of the reading unit for each student.

e A conyof the quiz for each student.

1. Experts’ Reports. Have students return to
their teams and report on what they learned i
their expert groups. Again, the students shouid
emphasize the main points and anticipate what
might be on the quiz in preparing their teammates.
If you wish, you may have a class discussion of the
material following the experts' reports. If you do,
try to draw on the experts in the discussion to
emphasize their special skills and knowledge.

2. Quiz. At least fifteen minutes before the end
of the period, have students put aw:y their mate-
ria's and take the quiz.

After Step 3

~ Tne procedures for Jigsaw Il -— figuring indi-

vidual and tean. scores, recognizing team accom-
plishments, returning the first set of quizzes, re-
compuling base scores after two quizzes, changing
teams, and grading — are exactly the same as
those for STAD. Because they have already been
described in detail for STAD (see pp. 19-23), those
procedures are not repeated here, The one pro-
cedural difference between the two techniques is
the weekly schedule after the first week.

After you return the first Jigsaw |l quizzes and
newsletters and discuss the improvement point
system, you may begin the next unit. Following the
introductory week, you may use a schedule like
this:

1. Pase out reading material and Expert Sheets;

«assign topics and begin reading (one period)

2. Finish reading/expert groups (one period)

3. Experts' reports to teams/quiz (one period)

Original Jigsaw

Arnnson's original Jigsaw resembles Jigsaw Il in
most respects, but also has some important dif-
ferences. In the original Jigsaw, students read
individual sections that are entirely different from
those read by their teammates. This has the benefit
nt making the experts possessors of completely
unique information, and thus makes the teams
value each team member's contribution that much
more. For example, in a unit on Chile, one student
might have information on Chile's economy, &n-
other on its geography, a third on its history, etc.
Yo know all about Chile, a student has to rely on
his teammates. Original Jigsaw also takes less time
than Jigsaw !l because the readings are shorter,
being only a part of the total unit to be studied.

The most difficuli part of origina! Jigsaw, and the
reason that Jigsaw |l is presented firstin this
manual, is that each of the individual sections must
be written sa that they are comprehansible by
themselves. Existing materials cannot be used as

t 1

in Jigsaw 1l; books can rarely be divided ncatly
into sections that make any sense without the other
sections For example, in a biography of Alexander
Hamilton, the part that describes his duei with
Aaron Burr would assume that the reader knew
who both men were (having read the rest of the
biograptiy). Preparing an original Jigsaw unit in-
volves rewriting materials to fit the Jigsaw format. -
Jigsaw Il has the added advantage of having all
students read all of the material, which may make
unified concepts easier to understand.

If you wish to use original Jigsaw to capitalize on
its special features that give the experts unique
information (which may contribute to Jigsaw’s
positive effects on students’ self-esteem), use Jig-
saw |l with the following modifications:

1. Write units that present unique information
about a subject but make sense by themselves.
This can be done by cutting apart texts and adding
informaticn as needed, or by writing completely
new material.

2. Original Jigsaw uses five- or six-member
teams and five topics for each unit.

3. Original Jigsaw uses team leaders, and
strongly emphasizes team-building exercis2s be-
fore and during use of the technique. Team-b:ild-
ing involves activities that help the teams learn
how to work together well and to get to know one
another. Part of team-building after the beginning
is process analysis, in which team members are
asked to analyze the strengths and weaknesses of
their operation as a team. Of course, team-building
exercises may be used with any of the team
techniques.

4. Criginal Jigsaw uses very few quizzes (if
any), and does not use team scores, improvement
scores, or newsletters. Students simply receive
individual grades.

For more information on original Jigsaw, see
The Jigsaw Classroom by Elliot Aronson (Beverly
Hills, California: Sage Publications, 1878).

Other Ways of Using Jigsaw

Jigsaw is one of the most flexible of the Student
Team Learning methods. There are several modili-
cations you can make that keep the basic model
but change the details of implementation.

1. Instead of having the topics refer to narrative
materials that you give to students, you could have
students search a set of ma.erials in the classroom
or in the library to find information o1 their topics.

2. You may have students write essays or give
oral reports instead of taking quizzes when they
have completed the experts’ reports.

3. Instead of having all teams study the same
material, each team can be given a unique topic to
iearn together and subtopics for each team mem-
ber. The team could then prepare and make an
oral presentation to the entire class.
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TROUBLE-SKOOTING

As you get into Student Team Learning, there
are afew problems that you may experience. Some
of these problems and the '.olutions that teachers
have found effective for them are discussed below.

1. Students in one or more of the teams do not
pet along. This problem often comes up In the first
w.ek or two of use of Student Team Learning.
Remember, a team Is made up of the most unlikely
comtination possible. Students differ from one
another in sex, ethnicity, and academic perform-
ance level.

The primary solution for this problem is time.
Some students will be unhappy about their team
assignments initially, but as soon as they realize
that they will be working in those teams for a iong
time, and especially when they get their first team
scores and realize that they really are a team and
need to cooperate to be successful, they will find &
way to get along. This is why it is important not to
allow students to change teams; what makes the
teammates v'ork on their problems is the recogni-
tion that they will be together for many weeks.

However, some Students will need constant re-
minding that their task is to cooperate with their
teammates. You must set a firm tone that coopera-
tion'with teammates is what is appropriate behavior
during tzam practice. No one should be forced to
work with a team; individuals who refuse (this
happens rarely) should be allowed to work alone
until they are ready to join the team. However, it
should be clear to students that putdowns, making
fun of teammates, or refusing to help teammates is
nut a very effective way for teams to be successful
and is not acceptable to you.

One effective way to get students to cooperate
better is to provide extra rewards to winning teams.
Sometimes students will not care how the team or
their teammates are doing until they know that the
winning team will get refreshments, time-off, re-
lease from a test, and so on. Some teachers giva
the members of the week's winning team an auto-
malic A grade for the week.

Itis alsn a good idea to have students who work
in pairs within their tearns switch partners every
once in a while, to reemphasize that it is & team
effort that is needed, not just individual prepara-
tion,

i some teams just never work out, you may
decide to change teams after three or four weeks
instead ©f waiting fo. ~ , and when you reassigh
the leams, you may  .xe the assignments in ways
that avord the problems you encountered in you’
firs! team assigningnis,

2. Students are misbehaving. One way 10
encourage students to behave appropriately is to
give each team up to three additional team points
per day based on the team’s behavior, cooperative-’
ness, and effort. If you do this, make sure that you
also move from team 1o team and tell the teams
whal they are doing right (e.g., "'l see the Cougars
working well together ... The Fant. - tic Four are all
in their seats and doing their work . .. The Chiefs
are working quietly.”) The points ieams earn for
their behavior should definitely not be a surprise,
but should reflect what you were saying during the
period.

3. Students are too noisy. Noise is more of a
problem in some schools than others, depending
on acoustics, open vs. traditional construction, and
school attitudes toward noise. Student Team
Learning does not go well with the teacher shush-
ing students every five minutes, but if things are so
noisy that students cannot hear each other, some-
thing should be done.

The first solution to try for the noise problem is

1o bring all activity to a stop, get absolute quiet,

and then whisper a reminder to students to speak
softly. Students should be taught to stop talking
immediately when the lights are tlicked off for &
moment, or a bell sounds, or ai some other signal.

it this does not work, you might try to make noise
level part of the criterion for earning extra team
points, as noted above. However, this should be
done as a last resort, as noise is more often just
forgetfulness on the part of students than it is non-
compliance, and the extra point system is primarily
designed for non-compliance.

If students can hear each other and not get out
of hand, you should just learn to tolerate their
on-task noise if you can.

4. Absences. Student absenteeism canbe &
major problem in a Student Team Learning class
becasuse students depend on one arcther to con-
tribute points to tha team. The solution, however, is
relatively s,mple in classrooms where absenteeism
iz not extremely high, When students miss a toure
nament Or 8 quiz, you should prorate the scores
for their tearnis that week, using Appendix 2. For
example, if one student on a four-member team
wis absent for the teurnament or guiz, prorate that
toam's score g% 11 it were a three-member team,

When Student Team Learning is to b used in &
clase with very poor altendance, poor attenders
should be distributed evenly among teams as tifth
¢r sixth members, ze that at least three or four
students will be likely to show ip un each team
each day. If there are svine students who never oy




aimost never attend, they may be left out of the
team systern and reincluded if they start coming to
class more regularly. s

5. Students zre not using team practice time
effectively. If students co not use their time in team
practice effectively, you can impose some kind of
structure on the team practice sessions to be sure
thattime is used well.

One problem is that students may be used to
doing their worksheets alone and thinking that they
are linished when they get tc the end, regardiess
of whether they or their teammates understand the
material. This problem Is dealt with primarily by
providing only two worksheets per team so that
students have to work together. You can also make
(or have students make) flashcards with questions
onone side and answers on the other, and have
students drill each other in pairs or threes, puiting
items correctly answered in one pile and missed
items in another. The students wouid go through
the missed pile until everything has been correctly
answered once, and then go through the entire set
again until each student can get 100% on the items
in any order. This will only work if the answers are
short. I the answers require figuring, as in most of
mathematics, then students should work in pairs or
threes, going through the items one at a time and
checking answers after everyone has finished each
item. 1f anyone missed a question, his or her team-
mates who got it should explain what they did. In
either of these cases, students should change
partners within their teams every thirly minutes or
80, {0 make sure that teammaies do not form little
sub-teams.

6. Tharange of Jerformaiice fevels In the class
I too wide for group instructien, If ysu have this
problem, 'l is first important to think about what
you were doing before you used Student Team
Learning. If you were doing whoie-group instruc-
tion, you car use Siudent Team Learning, b at yau
nead to take time to work with jovr petrformers to
help get them up to the levei of the rest of the c¢lass.
1 you were using suobgrouping, you should use the
procedures described for 'Student Teams and
individualization" in the section of this manual en-
titled, “Othar Student Team Learning Techniques.”

7. Problems with the TGT tournamant, There
are usually few tournament problems that you
cannol handie by simply making % rules interpreta-
tion. The prohlems that do arise often come from
a misfeading of the rules o1 »f the manrual. For
exampic, some teachers do not allow the stuuents
{o reshuffle the ca:d= at the end of o>ne game and
@u through the decth again. Many leachars com-
plain that the students at the higher tables do not
want 1c play the game again, so they pravide extre
resource material tor those students to work with.

39

Nevertheless, If at all possible, vou should enconur-
age stud s to play two or more games I they
finish their first. However, make sure that while
game scores are recorded after each game, tour-
nament points are computed only once, at the end
of the period; the maximum tournament points a
player may earn is always six, no matter how many
games are played. Although students should be
allowed to play the game more than once, you
should call time when it is cbvious that the entire
class has gone through the cards at least once and
Is not eager to continue.

Another frequent misreading of the TGT game
rules involves challenges. If a student challenges
and is wrong, he or she puts a previously won card
(if any) back 1 tha deck. Students never give one
another cards they have won freviously.

Sometimes students complain that some stu-
dents had more chances than others to earn points
because of their starting positions. This is a serious
problem when some of the tables are getting
80-100% of the items correct, and one extra turn
ma: determine the winner. To create a totally fair
competition, first be sure tha: the bumber of items
is a multiple of the number of playars {e.g., 30 items
for three piayers). For four-person tournament
tables, simply remove a couple of number cards
from the deck t9 get the correct muitiple (e.g., 28
items for four players). Thus, tor any table where alf
items are answered correctly, piayers will have an
equal chance to win. When you call time to end the
tournament, let any tables wheare everyone has not
had an equal number of turns continua to play until
everyone has hard the same number of turns.

Occasionally a teacher will have some students
who just cennot handle the competition. If this is &
widespread problem, you should switch over to
STAD. If it is a problem {nr only a few students,
you right choose to withdraw a student from the
compaetition, give him or her the game shaet as
Guiz, end grade tive quiz on a scale of two to six to
correspond to a TGT scorn.

8. Problems with STAD. Problems with STAD
are: almost all problems with teams, discussed
above. However, STAD has one additioral problem.
Because of the use of the individual improvement
score system, some previously high-performing
students (and occasionally their pirents) complain.
that it is not fair that they have to do so mucn
better to get the same points as a low-performing
student. To enswer this concern, emphasize the

following: .-

A. Theindividual improvement score system is
fair because in order to earn maximuin
noints, everyone has to show improvement,
not just de what they did before. improving
by ten points is [ust as hard for a low-per-
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forming student as it is for a high-performing
“student.

B. Because there Is a maximum of ten poinis
possible, and because a perfect paper is
always worth ten points, nc student who has
a low base score can earn a higher number
of points than someone who gets the best
possible quiz score.

C. Although team points are based on improve-
ment, grades are siill determined in the usual
way. Thus, high-performing students who
stay high in performance will still get high
grades.

Another problem that arises with STAD is that
occasionally, because a particular quiz is very
difficult, almost everyone will get zero points. When
this happens, you should give 1Yz or 2 points per
item, because it is unfair to penalize the entire
class if the test is too difficult, Obviously, if large
numbers of students keep performing below their
base sco: es, the material being taught is above the
level of the class and either the pace should be
slowed or more appropriate material should be
chosen.

9. Problems with Jigsaw. Team presentations in
Jigsaw are so structured that little can go wrong
with them, except that the students should be held
to a firm time limit for each presentation go that
they do not take up too much class time.

The expert groups are much less concretely
structured, and thus more prone to problems. When
students do not seem to be using their expert
group time well, the general solution is to provide
more structure.

Some teachers provide a set of discussion topics
for expert groups and have the expert group leader
call on students to contribute to each discussion.
Anotaer way to make the expert groups more
effective is to have an aide, parer., or older student
act a:. discussion leader. Also, you may be able to
stagcer the schedule of expert groups so that you
can work with esch. Most expert groups do no?
need this kind of help, but when students are either
young or lack self-organization skills, some addi-
tional structure is needed.

Absenteeism is a special ptoblem in Jigsaw
because it is important for every team to have an
expert on every topi.. One way to deal with very
serious absenteeisi i is to make six-member teams
and have students work on each of three topics In
pairs, so that at least one student is likely to appear
for each topic. Another solution is to make the
readings very short, so that students can read,
discuss their topics in their expert groups, and take
their quizzes a'l in the same period. Finally, you
might reduce the number of topics to three, so that
there are likely to he at least three students present

to tak. ihe topics, and the problem of absent team
members is averted.

10. Scoring problems. There are several things
about scoring that teachers often find ditficult or
confusing. :

Bumping in TGT is not usually a serious problem,
except that you need to be prepared to reassign
students if someone you assigned to a particular
tournament table is absent. Also, new students
should not be automatically assigned to the bottom
of the bumping scheme. This would give them a
considerable advantage until they are bumped
“up" to the proper table. New students should be
assigned to tables on the basis of some test or
past grade. :

Team scores also present few problems. Some
teachers forget to prorate for teams larger or
smaller than four members. This gives teams an
unfair advantage or disadvantage; it is very
important that the prorating be done.

The individua!l improvement score system used
in STAD and Jigsaw Il is not very difficult either, but
mistakes do get made. It is essential to remember
that the maximum improvement score is ten and
that perfect quizzes get ten points no matter what
the base score is. It is also essential to readjust
base scores every two weeks. Not doing sois a
serious problem, because if a base score was set
too low or too high and is not changed, the student
wil! have an unfair advantage or disadvantage.
Some teachers give students zeros for skipping
class or for some disciplinary problem. It is all right
to give students zero improvement points toward
their team score if they skip class, but these scores
should never be counted as zeros in refiguring
base scores; they should be considered blank for
that purpose.

11. Problems with too much work for teachers.
“Ton much work" is the most frequently heard
complaint about Student Team Learning from
teachers, especially those who are making their
own materials. However, there are some ways to
reduce the wark required.

One way is to use students to help with the
scoring and newsletter writing. Responsibility for
writing the newsletier could be passed from team
to team, and volunteer students can come in after
school to help score quizzes, calculate team
scores, or do the bumping for TGT. Scoring
quizzes is the biggest job in terms of teacher time,
but it is also the easiest to get help with; students
can either exchange papers in class or entire
claises can exchange papers with one another.
Vulunteer students may also be used to make ditto
masters and run off materials for the class.

If you are using the Johns Hopkins Team
Learning Proje..t materials, additional curriculum
material is not difficult to make. However, itis a
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bigger job |f you are making msaterials from a central library of curriculum mateﬁri;lg that 2l

ot

. . "scratch. For this, the best arrangement is for teachers can draw from. Existing worksheets and
' teachers in the same department or same grade quizzes from previous years can also be incorpo-
lavel! to cooperate to make a set of materials, with rated into this library, and whenever a teacher
each teacher taking responsibility for part of the adds a unit, it can be made available for his or her
curriculum. The outcome of this activity would be colleagues to use too.
[
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1. OTHER STUDENT TEAM LEARNING TECHNIQUES

While the majority of teachers who use Student
Team Learning in their classroms use STAD, TGT,
Jigsaw, or some combination of these, many have
seen the need for modifications of the basic
techniques for particular purposes or special
situations. Presented in this section are several of
thest¢ special purpose techniques developed to
meet special needs. The names and uses for these
methods are summarized below:

Special Technique

Student Team Learning
and Individualization

Application

All subjects in which
homogeneous subgroups
are used.

All subjects in which
mainstreamed students
are present.

All subjects. Use when it
is important for students
to master one skill before
going on to the next.

All subjects in which
discussions or projects
are used.

All subjects. Use to avoid
the competitive aspects

Student Team Learning
and Mainstreaming

Student Team Learning
and Mastery Learning

Group Discussions and
Group Projects

Pure Cooperation

of Student Team Learning.

Peer Evaluation- Secondary English

Student Teams (PEST) compaosition.

DICTATION Elementary or secondary
L writing mechanics.

RUTABAGA E'ementary oral reading.

Full-Day Student Team  All subjects.

Learning Model

Improvising A | subjects.

Student Team Learning and
Individualization

in their basic forms, the Student Team Learning
techniques (STAD, TGT, and Jigsaw) are class-
paced instructional methods. That is, they are
based on the assumption that the teacher Is teach-
ing the whole class the same material at the same
time. Differences in student abilities and prepara-
tion are taken into account both in the use of peer
tutoring, where students with more advanced skills
help tiwir lower-performing teammates, and in the
use of improvement scores (STAD and Jigsaw |l) or
tournaments (TGT) which give students of all levels
of past erformance equal chances to be success-
ful if they do their best. Individual attention from
peers and the “individualized" reward system are
one form of individualization, but manv classus,
especially at the elemeniary level, use individuali-

zation of instructional materials for swudents of
different skill levels. This section d:scusses ways ot
using Student Team Learning in classrooms where
the latter kind of individualization Is used.

individualization of instructional materials can
take many forms. The most extreme form is true
individualization, when each student works at his
or her own pace on his or her own materials, as in
programmed instruction, learning activity pack-
ages, and similar programs The more commonly
used form of incividualization involves subgroups
of students (suc as “‘Bluebirds,” “Redbirds,” etc.),
who study material within their groups that is dif-
ferent from that studied by other groups. These
subgroups may be permanent or semi-permanent
or they may be made up as the need arises.

If you only use individualization occasionally,
and use whole-class instruction the rest of the
time, simply use the basic Student Team Learning
techniques during your whole-class instructional
period and do not change your method of using
individualized units. If you wish, you may include
scores earned by students in their individualized
work as part of their team scores. If you use true
individualization exclusively, you would pirobably
not want to use Student Team Learning at all, al-
though work underway at Johns Hopkins University
is attempting to combine Student Team Learning
and programmed instruction.

If subgrouping is the primary way you organize
vour instruction, you may wish to use one of the
strategies outlined below for adapting Student
Team Learning.

Same-Ability Teams. if you use subgrouping
(not true individualization) in your class, the
easiest way to adapt Student Team Learning to
your individualized program is to use same-ability
team.. To do this, form teams from within each
abllity group, still trying to maintain whatever
heterogeneity you can. For example, take a class
o1 . students with three reading groups: the Red-
birds (10 students), the Bluebirds (14 studente),
and the Yellowbirds (6 students). You would
assign students to teams to try to com2 as close
as possible to four-member teams without having
teame smaller than four. In this case you would
have t'vo Redbird teams (5 and 5), three Bluebird
teams (5, 5 and 4) and one Yellowbird team (6).
Within each ability group, you would try to balance
the teams on ethnicity, sex, and past performance.
This might mean that you would have different
proportions of ethnicity and sex represented in
each team. For example, there might be two black
students and one girl on each Redbird tean but
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~ one black student and two giris on ;Sﬂc‘:ih*B'Iueblrd

téam.
- Once the teams are made up, you would follow

. aschedule like that for STAD. You would assign

base scores as usual, and for each unit you would
present a lesson, then give students a chance to
study worksheets In their teams, and finally give
a quiz. Each team would have a goal of making a

" team average of six or more improvement points

on the quiz. You might give token prizes to teams
that make the six point average, or you might list
these teams in a class newsletter. “Prizes'’ used
by many teachers include class privileges such as
extra recess or lining up first to go to iunch,
pencils or comic books, anc so on. Of course, to
make this system fair, It is important to make the
quizzes for the high ablility groups as difficult for
them as the quizzes for the jow ability groups are

_for them.

The advantages of this same-ability team ap-
proach to subgroup individualization are that it is
simple to administer and that it maintains the
tean as a group of equals who are there to master
a set of materials together. The most serious dis-
advantage is that teams made up entirely of low
ability students might not work well together.
Also, TGT cannot be used with this technique, and
it would be difficult to use if subgroups change
frequently, as a change in ability groups would
require a change in team assignments.

Mixed-Ability Teams. Another approach to using

" teanfs with subgrouping Is to maintain the

heterogeneous teams .ypical of Student Team
Learning and to allow teammates to help one
another or: their different tasks. In the example
from above, there might be a Redbird, two Blue-
birds, and one Yellowbird on each team. The
subgroups would receive instruction on materials
appropriate to their needs separately (Redbirds
with Redbirds, Bluebirds with Bluebirds, Yellow-
birds with Yeliowhirds), but after the initial
presentation the students would go into their
heterogeneous teams to master their own ma-
ferials. At that time, students could help one
another with the different tasks. That is, the more
advanced students couid help the less adyanced
ones with topics they v:ould have covereo“)re-
viously. Foliowing the team practice session, the
students could either take quizzes as for STAD

(a ditferent quiz for each subgror'p), or play games
as In TGT, with the only difference being that
stud:nts at Redbird ‘ables would compete on
Redbird materials, Bluebirds on Bluebird ma-
terials, and Yellowbirds on Yellowbird materials,
and that the tournament tables for each subgroup
would be treated separately — ot viously students
would not be “bumped" into a different subgroup.
Scoring would be doi e as usual for both STAD

(with base scores and improvement points
computed as usual) and TGT. Jigsaw can also be
used with mixed-ability teams by assigning easier
topics to the lower-abllity subgroups and harder
ones to the higher ones.

The main advantage of the mixad-ability ap-
proach to subgroup individualization is that it
maintains the h2terogeneity of the teams, which
is important buth In making sure that every team
has some students who are likely to keep the team
on-task, and in allowing for development of
positive relationships among students of ditferent
levels of past performance, Also, this approach
permits the use of TGT and Jigsaw. The primary
drawback i : In the peer tutoring sessions. When

+ Student Team Learning techniques are used in

whole-class instruction or with same-ability teams
in subgroup individualization, the peer tutoring
within teams Is between equals, all striving to-
nether to master the material. In the mixed-ability
teams, one student is definitely the tutor and one
the tutee. This difference in status can be humiliat-
ing to the tutee and can be less effective than
peer tutoring between equals, because the tutor
must spend time figuring out what the tutee needs
to learn and then trying to decide how to help him
or her learn it.

Student Team Learning and Mainstreaming

Some of the strongest effects of Student Team
Learning techniques have been in breaking down
barriers to friendship and positive interaction
among students, Most of this research has focused
on improving relationships amcng black, white,
and Hispanic etu Jents. However, the principle
which operates to produce the: effects of Student
Team Learning on interethnic. relationships can be
applied equally well to integrating mainstreamed
students into regular classes, and recent research
at the Center for Social Organization of Schools
of The Johns Hopkins University has confirmed
that Student Team Learring methods can help
integrate mainstreamed students into the social
system of the classroo!n while improving all ‘
students' academic ;erformance.

Mainsireaming Students without Major Per-
formance Deficits. Generally, mainstreaming does
not involve putting together students with sub-
stantially different academic skills. This is often
the case when physically handicapped students
nr sometimes when emotinnally disturbed stu-
dents are mainstreamed. However, even without
large differznces in performance, friendshig and
positive Interaction frequently do not develop
between the mainstreamed and non-mainsireamed
students. Of course, this defeats much of the
purpose of the mainstreaming, and it often leads
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uenls, for whom rejection by their peers is espe-
cially painful,

This is the sltuation i
Learning techniques ar
Student Team Learnin
students working in ¢

n which Student Team

@ easiest to use. Al| the

g techniques involve
OOperative teams. In these
teams, students usually develop hositiva relation-
ships even with students with whom they would
ordinarily not associate. Teachers who have used
Student Team Learning in such cases of main-
streaming, both with physically handicapped and
emotionally disturbed students without major
performance deficits, often report dramatic
changes in peer acceptance of the mainstreamed
students.

that need to be made for the physically handi-
.capped. If the handicapped student needs help

in any way, a teammate shoyld be appointed to
her. The students’ handicaps should
be dealt within g matter-of-fact way, teammates
should not ordinarily be given special instructions
about what to do with their handicapped team-
mates except insofar as there are specia] allow-
8nces or assistance that
be emphasized js that all

drawn, they should be a
triendly students, and e

ssigned to teams with
ased into the team activi-
ties. If they are disruptive, you may wish to have an
aide or an older student sit in with the teams for
the first several 8essions until the difficylt students
are well in‘egrated intu the team activities.
,'Mainstreaming Students with Moderate P »-
formance Deficits. Students whose level of
academic performance is below that of the rest
of the class but not substantially worse than the
lowest-performing non-mainstreamed students =ay;
also be integrated into the classroom social
structure using Student Team Learning. If aides
Orresource teachers work with these students
during part of the day, itis a good idea to have
them work with the students on the material they
are studying in their teams, This gives these low
performing students a Special advantage in their
teams and might even permit them to help their
teammates with the academic material, |f you
are using TGT, thesa low performing students will
of course by Competing with other low performers,
80 they will have a5 good a chance ag anyone to
dowellin the tournaments. In STAD or Jigsaw |,
the individual improvement score system will give
the mainstreamed students a chance to succeed
that they would be unlikely to have in & traditional
evalugtion System,

-
-

"

>

~One skill before another is

- Mainstreaming Students with Extreme Per-
formance Deficlts. Many cases of mainstreaming
Involve very low performing students in classes
where the lowest performing non-mainstreamed
student is stil) far above the mainstreamed student
or students. In such cases itis unrealistic to expect
the mainstreamed students to wok on the same
academic material as the rest of the class, There-
fore, the mainstreamed students will have to earn
points for their teams by doing well on materials
separate from the regular curriculum. Team mem-
bers can help the mainstreamed

teammates,

For example, take a clag
three mainstreamed students performing far below
the class achievement level. While the class is
studying multiplication of decimals, the main-
streamed students are doing individualized math
units ranging from adding with renaming to
beginning Mmultiplication facts. Each week, the
mainstreamed students would take a quiz on their
Own material. If the class ig using TGT, the non-
mainstreamed students would piay the games to
earn points for their teams; the mainstreamed
students would take quizzes and earn six, four,
©r two points based on thejr individual quiz scores.
To help them do wel] on the quizzes, the non-
mainstreamed students would help their main-
streamed teammaies Prepare. In STAD or Jigsaw
Il, the same procedure would be followed, except
that mainstreamed students could earn from zero
to ten points on their quizzes.

Other considerationg in using Student Team
Learniig techniques with very low performing
Mmainstreamed students are the same as for main-
streaming students vithout major perfc mance
deficits. Whatever th,: situation, it is crucial to set
aclass tone of toleration, helping, and caring
within teams, and to eMmphasize the importance
of each student's coniribution to the team scoie.

For more informaticn on Student Team Learning
and Malnstreaming, write to Marst.al| Leavey or
Nancy Madden at the Jenter for Social Organiza-
tion of Schools, The Johns Hopkins University,
Baltin, >re, MD 21218.

Student Team Learning and

s of thirty students with

. Mastery Learning

Mastery Learning is a
making sure that almost

widely used technique for
all students have mastered
taught. It can be used
aps most appropriate in
arning of one skill
previous one, such as
foreign language.

In any subject, but is perh
those subjects in which le
depends on Mmastery of a
mathematics, reading, or
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*The basic procedure for Mastery Learning in-
volves setling clear goals, including both instruc-
tional objectives and stancards of mastery; class
presentations by the teacher; worksheet work or
any other exercises designed to help students
learn the material; and then a "‘formative” (diag-
nostic) quiz. If a preset percentage of the class
(e.g. 90%) achieves a nreset level «,f mastery
(e.g. 90%), then the class gogs on !o the next skill.
If these conditions are not met, corrective instruc-
tion is provided, and a “summative” (final) quiz
is given, This process could continue to further
quizzes until the 90% criterion is reached by 90%
of the students, or until the teacher decides to go
on to the next unit.

Mastery Learning, as described above, strongly
resembles the basic schedule of Student Team
Learning, especially STAD, except that STAD adds
learning teams to the Mastery Learning model to
help students master the material. Consequently,
the two can be easily combined. In combining
STAD and Mastery Learning, the team practice
sessions are used to help students learn the ma-
terial for the formative quiz and then during correc-
tive instructicn to help students who did not
achieve mastery the first time to do so on the
summative quiz. To use Student Team Learning
and Mastery Learning, follow these steps:

1. Prepare curriculum materials as for STAD,
except that you will need to make one ad-
ditional quiz to use as a formative quiz.

2. Assign students to teams and give them
initial base scores as for STAD.

3. Atthe beginning of each unit, tell students

ex “ctly what you will be studying and what

level of mastery they will be expected to
achieve. The criterion of mastery can be
get by you based on whatever you feel
represents complete understanding of the
concept.

Introduce the unit.

Allow students to work on worksheets in

their teams {as in STAD).

Give the formative quiz.

Correct the formative quiz. You may have

students exchange papers and score the

quizze s in class.

8. 1f 90% of the students score at the criterion
ycu have set for mastery (usually 90%
correct, e.g., 27 out of 30), count the forma-
tive quiz as though it were the summative;
quiz and go to step 12.

8. If fewerthan 90% of the siudents achieve
mastery, return the corrected quizzes to the
students and go over the most frequently
missed items. Then let the teams work with
the members who did not achieve mastery

N~
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to help them understand what they missed.
H any entire teams achieve mastery, they
may do other work.

After sufficient time for corrective Instruc-
tion has been allowed, give students the
summative quizzes. All students who did
not get perfect formative qulzzes should
take the summative quizzes to see if they
can improve their scores.

Correct the summative quizzes.

Figure individual and team scores based on
the higher of the two quizzes (formaztive and
summative). This shouid be done exactly

as for STAD, with the individual improve-
ment score sysiem, except that students
shou!d receive five additional points if they
achieve mastery, regardiess of their base
scores. Put the base scores, quiz scores,
and improvement points on each student'’s
returned quiz, and use that information to
calculate team scores and write the news-
letter as in STAD.

For muore information on Mastery Learning, see
Block, J. H and Anderson, L. W., Mastery Learning
in Classroom Instruction. New York: MacMillan,
1975.

10.

~

11,
12.

Group Discussion and Group Prajects
The most commonly used rooperative learning
method in most classrooms (other than the basic
Student Team Learning methods) is simple group
discussion a\.d group projects. For exampie, most
science teachers use cooperative lab 7yroups, and
many social studies and English teachers use
discussion or project groups. ‘
Whenever you are using Student Team Learning,
you have already assigned students tr small
teams, sO it is easy to use the same teams for
discussions or projects as well. Many teachers use
a mix of strategies. For example, a science teacher
might use TGT or STAD to teach science infor-
mation and vocabulary, Jigsaw for narrative
material about science, and lab groups for lab
work, all with the same teams. A social studies
teacher might use TGT or STAD fcr geography
and graph reading, Jigsaw for histcry, and dis-
cussion groups for modern problems, and s on.
Discussion Groups. The main task in setting up
a discussion group is to make sure that each
group member participates. If the group is to write
a report, It is also very important for each group
member to have a well-defined part of the task,
80 that all the work (and learning) does not fall on
the shoulders f one group memoer,
For a discussion group, it is important to select
a leader. The leader should be chosen for eader-
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ship aDility and organizationai skillg, not academic
performance alone. The job of the leader should
be definad as trying to be sure that everyone
participates and that the group stays on-task.

One good way to get every team membaer to
participate is to have each cne write an opinion
or an idea before the group starts discussing. For
example, if the group is discussing capita!
punishment, you might have each student first
write three advantages of capital punishment,
three disadvantages, and his or her uwn opinion,
The group members could then read their ad-
vantages and disadvantages to the group, and the
discussion couid focus on the lists that each
student generated. The important par of this
procedure is that if you force all students to state
an opinion, they will have a commiiment to the
group discussion, and are much more likely to
participate in it. Another way to insure participation
is to make students experts on some part of the
topic, as in Jigsaw, by having them do special
research on their area of expertise. In the capital
punishment discussion, one student could be an
expert on the history of capital punishment, an-
other on alterratives, another on research con-
cerning its effects, and so on.

In addition to broad participation, another main
task in setting yp a group discussion is focus.
Nothing is worse than a discussion with no aim.
The job of the group should be clearly expressed,
For example, the group could be'charged to come
to a group concensus on *“Resolved: The United
States Should Outlaw Strukes in Vital Industries,"”
or “Resolved: The United States Should Not Have
Entered World War 1,” with reasons for the posi-
tions taken. In these cases, it would be importan,
to have a class discussion based on positions
presented by each group.

If the group is to write a report, make sure that
~ chstudent participates. The report itself could
be broken into parts that different students write,
or tx‘; students could do the research, a third the
writtg, and the fourth the editing, and so on.

Group Projects. The basic printiple behind a
good group project is the same as for a good
discussion: get everyane to participate, and do
not allow one or two students in each group to
take all the responsibility. A group leader Is as
important for projects as for discussions, but again
it should be emphasized that the leader's job is
to get every group member to participate, not to
be personally responsible for the outcome .

The best ways to get every group member to
participate in a group projert are the came as for
a group report: either give each member ¢ specific
partofthe task if the task can be subdivided, or
give each member a part of the report to write or to

BEST COPY AVAILABLE
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present to'the class, If group members do not eack:,
feel an individual responsibility for the group
product, they are unlikely to participate fully.

It the group project can be divided into parts,
you might specify the division at {irst, but then
allow the groups to break the task down into
subtasks as they wish. For example, you could
simply assign a group the task of writing a report
on the development of aviation, and let the stu-
dents decide how to break it down for research
and for presentation to the class,

For more information on group discussions and
projects, see Sharan, S. and Sharan, Y., Small-
Group Teaching. Englewood Cliffs, New Jersey:
Educational Technology Publications, 1976.

Pure Cooperation

Some teachers do not like the competitive
orientation of the basic Student Team Learning
methods, feeling that they reinforce a tendency
whichis already all too strong in Western society
to favor competition over cooperation. The de-
velopers of Student Team Learning are strongly
committed to introducing cooperation into the
classroom; that is the primary purpose of the
program. However, experience has shown that
students do not naturally cooperate well unless
the success of the team is important to the team
members, Competition among teams is the easiest
way to make students value group success, but
itis certainly not the only way. If you want to use
a purely cooperative method, you may do so.

One way to avoid competitiveness but retain
team incentives is to establish a set criterion for
team reward or recognition. For example, in STAD
or Jigsaw I, every team that got a combined
average of six improvement points cr betier on a
particular quiz could be listed in a newsletter or
receive a reward.

Another way to get students to cooperate and
entirely avoid points, quizzes, and newsletters is
to spend some time teaching students how to
cooperate, and then praising teams which co-
operate well. If it is very clear to students that
cooperation is what is expected of them, and if
you consistently encourage and reward coopera-
tion, students will cooperate. This works best with
elementary schoo! students, but can also be
successful with junior and senior high school

" students when you have considerable rapport

with and control over the class.

Finally, original Jigsaw is in some sense non-
competitive, although the students are working
toward individuai, compelitive grades. The co-
operation in original Jigsaw is produced because
students 'epend absolutely on their teammates
ior information they need.
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‘Pure cooperation can be made to work; It just Z. The detalls that are included are well

takes more senshivity on the part of the teacher ordered.

&nd a better classroom situation than is needed 3. Transitions are used to connect supporting

for Student Team Learning with competition among information.

teams. Properly done, however, pure cooperation 4. The paper ends naturally or is summarized

can produce some of the same positive outcomes effectively.

ss those produced by STAD, TGT, and Jigsaw |l

even though the teem competition, which those Mechanics ,

techniques use to motivate students to cooperate, 1. Spelling is correct,

is absent. . - 2. Punctuation is correct. .
3. Verb tense is correct.

Peer Evaluation-Student Teams (PEST) 4. The paper is free of fragments and run-on

Student Teamn Learning for sentencas.

English Composition

PEST was developed by Mary Pat Hall of the
Virginia State Department of Education and her
colleagues Patricia Kelly and Robert Small of
Virginia Polytechnic Institute to teach English
tcnipositinn in secondary schools. Its purpose is

The students who rate their teammates’
papers arc aware that the teacher will use
exactly the same form to score the papers,
-,0 they a1e motivated to be careful and
accurate in their evaluations.

to help.sludems improve their composition skills 4. When the teammates have rated each others’
by writing in teams, learning how to evalurte and papers, they explain their ratings to the
irprove one another's work, and then revising authors. The authors then revise their

their compositions based on feedback from their papers aind hand them in to be scored.
teammates. 5. The total number of "yesses" on the holistic

In its simplest form, PEST follows these evaluation given to each paper by the

procedures: ‘ teacher is the score that the student con-

1. The teacner gives the students instructions or tributes to his or her team. These scores can
topics for paragraphs or short compcsitions. be added up directly or used with base
£xamples of such assignments are com- scores as in STAD.
parison/contrast paragraphs, developmant PEST is an exceller.\t.way toteach ;tudents to

" of paragraphs by adding details, and so on. evaluate their own writing by evaluating that of

their teammates, and to learn to write for revision.

It also gives each student an "individual confer-

ence'' to discucs his or hier writing that would

be otherwise difficult or impossible for the teacher.
One interesting variation of PEST is the use of a

procedure In which each student writes a topic

seatence and then passes the paper to the l8ft. The

second student writes a supporting detail, and

passes again. The next student writes a second

detail, and passes to the fourth student, who writes

a concluding sentence. Then the student who

wrote the topic sentence writes a smooth copy of

the whole paragraph, and this Is subjected to the

, : e peer and teacher evaluations described above.

2. There is a consistent writer's voice. For more information on PEST, write to Mary

3. Sentences are varied to the extent ihat Pat Hall, Virginia State Department of Education,

‘.here‘l.' not 8 monotonous repetition of Regiunal Office, 900 Fairfax Street, Radford, VA
certai., patterns. 24141,

Content

1. The topic is narrow encugh to be
developed in one paragraph.

2. Sufficient supporting Jetails are i'icluded.

3. Aildetails relate to the main idsa.

4. The detailr are clearly expressed.

2. Students write their paragraphs or short
compositions individually. They then ex-
change papers v/ith teammates.

3. The tearnmate. rate the papers on a holistic

_evaluation form (shown below), using yes-no
responses.

Holistic Eveiuation Form for PEST (Paragraphs)
Sryie
1. The writer has a good sense of the
audience for whom he or sha is writing.

DICIATION — Student Team Learwing for
Wwrit‘ng Mechanics

DICTATION was developed by Louise Waynant
of the Prince Georges County (MD) schools and
J. Richar:* Lewis of the Frederi~k County (MD)
schools to help students learn writing mechanics
Organization In the cont«: <t of actual written material (2~ op-

1. There ls a topic sentence. - ' posed tu isulated sentences) by taking dictatior.
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To use DICTATION, follow these steps:

1. Assign students to teams as in STAD.

2. Select a passage from any source that Ii-

+ lustrates the main concept you want to teach.
For example, if you wanted to emphasize

- ‘quotation marks, you might choose a

* passage with conversation in it.

3. Speakiry slowly and clearly, dictate the
passage to the students. Each student should
write his or her own copy of the dictation.

4. Aliow time for students to po over the pas-
rages in their teams. The goal fi5r the team

~ members is to explain the correct mechanics
-clearly enough so that each of them will
be able to take the dictation perfectly when
it is read again.

5.. When students have had sufficient time to
review each others' passages and prepare

- each other for the second reading, read the
passage again.

6. You may either correct and score the papers
yourself or allow students to do so. If you
allow students to c:orrect and score the
passayes, have students exchange papers,
and either hand out a correct copy of the

. passage or sho' - one on an opaque orojec-
tor. Give students explicit iitstructions for
how many points to deduct for each error.

7. Calculate team scores and write a class

* newsletter as for STAD.
rGr more information on DICTATION, contact
J. Richard Lewis, Board of Education, Frederick
County Schools, Frederick, MD 21701.

RUTABAGA — Student Team Jearning for
Oral Reading

RUTABAGA is a modification of TGT that is
adapted to oral reading in the r.!lementary grades,
where students learn reading in homogeneous
reading groups. Studenis are assigned to teams
asin TGT. Because the teams are heterngeneous,
each team will have stuoents from different reading
groups. There is no teactor-ied instruction in
RUTABAGA. During team, actice time, students
take turns reading to each other out of their re-
spective texts in pairs pr triads, gaining facility and
ease in oral reading. Then, on tournament day,
students are assigned to three- or four-member
tournament tables as in TG7. Howaver, no students
are assigned to tables outside of their own reading
groups. A small piece of mesking tape is placed
on each table where all students can reach it
equally well. The students open their books to the
section they practiced in their teams.

The first reader reads from the book. As the
siudent reads, he ur she leaves out a word of his
or her choice and substitutes the word "rutabaga.”

At that point, the others at the table compete to
put ti.air hands on the tape (the ""rutabaga”). The
first to cover the tape with his or her hand fills

in the missing word. If the student is right, he or
she receives one point; if the student is wrong,

he or she loses one point for guessing. The first
reader may go for five “rutabagas,” and then the
student on his or her left becomes the rea er.
Because the reader cannnt earn any poins, it is
important to make sure that by the snd of the
periud each student has read an equal number of
times. Atthe end of the period students tally their
Fositive points and subtract their negative ones.
The high scorer earns six points for his or her
team, second place earns four points, etc., just as
in TGT. RUTABAGA is great fun, and it gives
stuoents far more practice in oral reading than
they would get in teacher-led reading groups.
The structure is designed to motivee students to
listen carefully to each other as well as to rear!
frequently, and lets students read in a setting that
is less threatening and more comfortable than tko
reading group. In combination with the usual
diagnostic reading group, RUTABAGA may be an
effective means of improving oral reading.

Full-Day Student Team Learning Model

Student Team Learning techniques can be used
in combination with each other until they occupy
a substantial portion of the schon! day. In a recent
study {Slavin and Karweit, 1979) fiftec:: teachers
of grades four and five used TGT in all of their
mathematics classes, STAD in their language arts
classes, and Jigsaw Il in their social studies
classes. Students were in as many as three dif-
ferent teams, and most of their instructional day
for a semester was taken up with team activities.
A sing'e newsletter was prepared in each schoo!
to announce the resuits of all the team competi-
tions. Teachers found the full-day model to be
both workable and exciting. Many of them added
team-related activities to their other subiects,
such as science and reading. The students also
greatly enjoyed the process and seemed just as
motivated and interested in the last week of the
semester as they had been in the first.

The study indicated that it is possible to chang?
the classroom experience for elementary students
from a competitive structure to a cooperative one
over major pertions of the schooi day. The Full-
Day Student Team Learning Model made schooi
a | .sitiva social experience for students, but also
focised them clearly on learning goals and
activities. There is no reason why many Student
Team: Learning techniquies cannot be used at the
same time at any level, elementary or secondary,
and there is some indication that using more than
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rne technique enhances each by reinforcing
the notion that cooperation is the dominant class-
reom mode.

Improvising - Making Your Own

Student Team Learning Modifications
Once you have. had some experience with

Student Team Learning techniques, you may wish

to Improvise, to adapt team techniques to your

own situation or needs. if you do, try to follow these

basic principles: '

1.

Make sure you have some kind of recogniiion
or reward for successful teams. The stronger
the desire of team members to have their
team be successful, the move likely It Is

that they will cooperate with and help otie
another to do well.

Make each student responsible for his or her
own performance. That is, avoid team tasks
in which there is a singlz "'team product”
that really could have neen completed by
one or ‘wo of the ieam members. We all
remember being in “lab groups' that were
suppnsed to prepare a single report —
somehow, one student always wound up
doing most of the wor¥k (and thus most of the

_ learning). That is why the team scores in

all of the Student Tuam Learning technivues
are composed of the sum of individual per-
forrnances on individual quizzes or games —
all students rnust do well if the team is to

do well, and the team knows which students
need help and which have done the most to
help the team.

3 Setup ascoring system that aliows students
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of all performance leve!s to contribute mean-
Ingfully to the team scores or products. This
is the purpose of the individual improvement
score system in STAD and Jigsaw li, and the
tournament system in TGT. There are two
reasons for this. First, it is important to set
up & system ¢, rewards in which a student is
likely to be rewarded for improving his or
her level of performance over his or her
usual level, so that all students are mclivated
to do their best. In traditional grading sys-
tems, some students are virtually guaranteed
A's and B's, while others can rarely do 80
woll no matter how hard they try. This
results in decreased motivation for every-
one. In a system that rewards improvement
in performance rather than ability, every
student can succeed or fail pased on his or
her own efforts. Second, a system that re-
wards improvement in performance is
particularly important in a Student Team
Learring technique, as it makes every team
member's potential contribution large. This
motivates team members to tutor the low
performing students, who might otherwise be
ignored because they are perceived as
unlikely to contribute much to the team
score anyway.

If you do make medifications in Student Team
Learning techniques or if you develop new ones,
please send a description to the Johns Hopkins
Team Learning Project. We are in a continual
process of revising and improving Student Team
Learning techniques, and your ideas and experi-
ences will certainly help us.
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Number of ltems on Quiz ¢ _

Raw Raw

Score & 10 12 15 20 <5 Score
3 4 3 8 2 2 1 1
2 8 6 6 4. 3 2 2
3 11 8 8 6 5 4 38
4 15 12 10 8 8 5 4
5 10 15 13 10 8 6 5
6 23 18 15 12 9 7 6
7 26 21 18 14 1 b 8 7
8 30 24 20 16 12 10 8
9 27 23 18 14 1 9
10 30 25 20 15 12 10
" 28 22 17 13 1 b
12 30 24 18 14 12
13 26 20 16 13
14 28 21 17 14
15 30 23 18 15
16 24 18 16
17 26 20 17
18 27 22 18
19 29 23 19
20 30 24 20
21 25 21
22 26 22
23 28 23
24 29 24
25 30 25

For any other number of items, make your own chart using the following formula:

adjusted _ Raw 3core
score ~  Total Possible

30

BEST LPY AVAILABLL
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 APPENDIX 2. PRORATING SCORES FOR TEAMS WITH TWO, THREE, OR FIVE MEMBERS

Raw Five-Membar Three-Msmber Two-Member
Scores Team Team Team
4 " . - 8
5 10
' 6 8 12
7 g 14
8 . 1 16
9 12 18
10 8 , 13 20
1 ) SN 15 22
12 ' 10 . o 16 24
13 : 1 ‘17 26
14 12 19 28
15 12 20 30
16 13 21 32
17 14 23 34
18 14 24 36
19 15 25 38
20 18 27 40
21 17 28
22 18 29
23 18 ' 31
24 19 32
25 20 33
26 21 35
27 22 36
28 22 37
29 23 39
30 24 40
31 25
32 26
a3 26
34 27
) 35 28
as 29
37 30
38 30
39 31
40 32
41 a3
42 35
43 M /
44 35
45 36
e e e e
48 37
47 a8
48 38
49 39
50 40
83
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APPENDIX 3. | NG NEW BASE S8CORES

To find the new bass score, add the student's two quiz scores together, and find the total in the column to the left. Find
the studecnt's old base score at the top. Fol'ow the row across and the column down until you come to where they
intersect. This number is the student's new base score.

Oid Base Score

Total

of Quiz

Scores 3 4 5 6 7 8 9 10 1 12 13
16 3 3 4 4 4 5 5 5 [ 6 6
17 3 4 4 4 5 5 5 6 6 6 7
18 4 4 4 5 5 5 6 6 6 7 7
19 4 4 5 5 5 6 6 6 7 7 7
20 4 5 5 5 6 6 6 1 7 7 8
21 5 5 5 6 6 6 7 7 7 8 8
22 5 5 6 6 6 7 7 1 8 8 8
23 5 6 6 6 7 7 7 8 8 8 9
24 6 6 6 7 7 7 8 8 8 9 9
25 6 6 7 7 7 8 8 8 9 9 9
26 6 7 7 7 8 8 8 9 9 9 10
27 7 7 7 8 8 8 9 9 9 10 10
28 7 7 8 8 8 J 9 9 10 10 10
29 7 8 8 8 8 9 2] 10 10 10 11
30 8 8 8 9 9 9 10 10 10 11 1
31 & 8 9 9 9 10 10 10 11 1" 1"
32 8 9 9 9 10 10 10 1 11 11 12
33 9 9 9 10 10 10 1" " 11 12 12
34 9 9 10 10 10 1" 11 1 12 12 12
35 9 10 10 10 11 1 11 12 12 12 13
36 10 10 10 11 1 11 w® 12 12 13 13
37 10 10 1 11 11 12 12 12 13 13 13
as 10 11 11 1 12 12 12 13 13 13 14
39 11 1 11 12 1¢ 12 13 13 13 14 14
40 1 1 12 12 12 13 13 13 14 14 14
41 11 12 12 12 13 13 13 14 14 14 15
4?2 12 12 12 13 13 13 14 14 14 15 15
43 12 12 13 13 13 14 14 14 15 15 15
44 12 13 ¢ 13 13 14 14 14 15 15 15 16
45 13 13 13 14 14 14 15 15 15 16 16
46 i3 13 14 14 14 15 15 15 16 16 16
47 13 14 14 14 15 15 15 16 16 16 17
41 14 14 14 15 15 15 16 16 16 17 17
49 14 14 15 15 15 16 16 16 17 17 17
50 14 15 15 15 16 16 16 17 17 17 18
51 15 15 15 16 16 16 17 17 17 18 18
52 15 15 16 16 16 17 17 17 18 18 18
53 15 16 16 16 17 17 17 18 18 18 19
54 16 16 16 17 17 17 18 18 18 19 19
05 16 16 17 17 17 18 18 18 19 19 19
56 16 17 17 17 18 18 18 -] 19 19 20
57 17 17 17 18 18 18 19 19 19 20 20
58 17 17 18 18 18 19 11 19 20 20 20
59 .17 18 18 18 19 19 19 20 20 20 21
60 18 18 18 19 19 19 20 20 20 21 21
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APPENDIX 3, continued

Old Base Score

Total

of Quiz

Scores 14 15 16 17 18 19 20 21 22 23 24 - 25
16 7 7 7 8 8 8 9 9 8 10 10 10
17 7 7 8 8 8 8 g 8 10 10 10 11
18 7 8 8 8 8 8 9 10 10 10 " 11
19 8 8 8 8 e g 10 10 10 11 11 11
20 8 8 9 .9 8 10 10. 10 11 1" 1 12
2 8 8 8 9 10 10 10 11 11 1" 12 12
22 9 8 5 10 10 10 11 11 1 12 12 12
23 . 9 8 10 10 10 11 11 11 12 12 12 13
24 9 10 10 10 11 11 11 12. 12 12 13 13
25 10 10 10 11 11 11 12 12 12 13 13 13
26 10 10 11 " 11 12 12 12 13 13 13 14
27 10 1 11 11 12 12 12 13 13 13 14 14
28 11 11 11 12 12 12 13 13 13 14 14 14
29 11 11 12 12 12 13 13 13 14 14 14 15
30 11 12 12 12 13 . 13 13 14 14 14 15 15
N 12 12 12 13 13 13 14 14 14 15 15 15
32 12 12 13 13 13 14 14 14 15 15 15 16
33 © 12 13 13 13 14 14 14 15 15 15 16 16
34 13 13 13 14 14 14 15 15 15 16 16 16
35 13 13 14 14 14 15 15 15 16 16 16 17
36 13 14 14 14 15 15 15 16 16 16 17 17
37 14 14 14 15 15 15 16 16 16 17 17 17
38 14 14 15 15 15 16 16 16 17 17 17 18
39 14 15 15 15 16 16 16 17 17 17 18 18
40 15 15 15 16 16 16 17 17 17 18 18 18
41 15 15 16 16 16 17 17 7 18 18 18 19
42 15 16 16 16 17 17 17 18 18 18 19 19
43 16 16 16 17 17 17 18 18 18 19 19 19
44 16 16 17 17 17 18 18 18 18 19 19 20
45 18 17 17 17 18 18 18 19 19 19 20 20
46 17 17 17 18 18 18 19 19 19 20 20 20
47 17 17 18 18 18 19 19 19 20 20 20 .21
48 17 18 18 18 19 19 19 20 20 20 21 21
49 18 18 18 19 19 19 20 20 20 3 21 | 21
50 18 18 18 19 19 20 20 20 21 21 21 22
51 18 19 19 19 20 20 20 21 21 21 22 22
52 18 19 19 20 20 20 21 21 2 22 22 22
53 19 18 20 20 20 21 21 21 22 22 22 23
54 19 20 20 20 21 2 21 22 22 22 23 23
55 20 20 20 21 21 21 22 22 22 22 23 23
56 20 20 21 21 21 22 22 22 23 23 23 24
57 20 21 21 21 22 22 22 23 23 23 24 24
58 21 21 21 22 22 22 23 23 23 24 24 24
59 21 21 22 22 22 23 23 23 24 24 24 25
60 21 22 22 22 23 23 23 24 24 24 25 25
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APPENDIX 4. INSTRUCTIONS FOR MAKING YOUR OWN WORKSHEETS

GAMES/QUIZZES
(STAD and TGT)

Making curriculum materials for STAD or TG1
is very much like making worksheets and quizzes
for any instructional unit. In fact, you may use any
worksheets and quizzes you already have, or you
may take items from other sources instead of
creating entirely new worksheets and quizzes.

To make materials for STAD or TGT, follow
these steps:

1. Make A Worksheet and A Worksheet Answer
Sheet for Each Unit. A worksheet is usually a
series of items that provide students with practice
and self-assessmen! that will directly help them
prepare for the quiz (STAD) or game (TGT) to
follow. The number of worksheet items to make
depends on the kind of material you are teaching.
For short-answer items, such as irregular verb
tenses, multiplication facts, or multiple choice
questions, you would probably make a longer
worksheet than for a unit in which each item takes
alongtime to do, as in a long division unit. The
Johns Hopkins Team Learning Project curriculum
materials always use thirty-item worksheets, but
there is no particular reason to make that exact
number of items. Also, note that a set of items is not
the only possible kind of worksheet. For example,
in a geography unit the students could be asked

to fill in country names on a blank map, and a

math facts or spelling unit might use flash cards
instead of a worksheet. The main idea is to be sure
that the worksheet provides direct practice for

the quiz or game. For example, a crossword puzzie
might give students some help with a spelling test,
but it does not give them the kind of drill and -
practice that will enable them to inaster the
spelling words. As such, a crossword puzzle: could
be used as a supplementary activity, but should
not be used to replace a worksheet or flash cards
that do directly prepare students for a spelling test.
Appendix 4, continued

As soon as you have made a worksheet, also
make a worksheet answer sheet. Students will use
this answer sheet to check themselves as they
study.

2. Make A Game/Quiz and A Game/Quiz
Answer Sheet for Each Unil. The same sheet is
u:.ed as a game in TGT and a quiz in STAD. The
game/quiz items should closely parallel the work-
sheet items. In fact, you may wish to develop the
worksheet and the game/quiz at the same time,
making each worksheet item parallel to each
corresponding game/quiz item. Some examples
of parallel items appear below.

Worksheet
1. V2 4% =
2. Thecarcrept — ___ up the hili.
a. slow
b. slowly

3. A combination of hydrogen and fluorine
would be written . ..
a. HiF s
b. HF 3
¢c. HF,
d. H)F:
The capital of Canada is

»

Game/Quiz

1. % + % peand J
2. Eventhough he was nervous, he gcta
score on the test.

a. good

b. well
3. Acombination of calcium and chlorine

would be written ...

a. Ca,Cl

b. CaCl

c. CaCl,

d. CﬂzC'z
4. The capital of Canadais

Note that in queshons1 -3, the parallel items
tested the same skill or concept (addition of simple
fractions with like denominators, correct use of
adjectives/adverbs, writing chemical formulas
with elements of different valences) but used
different ilems, This avoids the possibility that
students will memorize the ifems instead of learn-
ing the concepts. However, in item 4, the task Is to
memorize capitals of countries, so it is appropriate
to give the same item twice, and it would of course
be unfair to have a capital on the game/quiz that
did not appear on the worksheet.

The number of items on the game/quiz should
ordinarily be thirty. This corresponds to the number

of cards used in TGT or to the number on which
the individual improvement score system of STAD
is based. However, you may of course use shorter
or longer games/quizzes if you wish. For T3T,

you may use any numbaer of items up tc thirty by
having students remove number cards for which
there are no items. For STAD, you should use
quizzes with a number of items that divides evenly
Into thirty. For example, if you give afifteen-item
quiz, you could give two points per correct answer,
and you could avoid having to use Appendix 1 to
transform scores. If the number of items on your
quiz does not divide evenly into thirty, you may use
Appendix 1 to transform quiz scores.
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+* Appendix 4, continued

You will need to make a game/quiz answer piece of paper to show the class, although most
sheet for TGT, so that students can check them- teachers simply read the answers to the students
sclves during the game. For STAD, you will need for correction. ’

8 correction key. If you are allowing students to Two representative units (worksheets, worksheet
correct earh others' papers, you could put the answers, game/quiz, and game/quiz answers) -

~

answers on an overhead projector sheet or a large are reproduced below.

UNIT Il: LANGUAGE MECHANIGH

Parts of Speech: Adverbs and Adjectives
Worksheel 11.1.4.4
Objective:  Use adverbs and adjectives in sentences correctly.
Instructions: This worksheet will help you prepare for the Parts
of Speech: Adverbs and Adjectives Game/Quiz 11.1.4.4.
Decide whether you need an adverb or an adjective to com-
picte the sentence correctly. Circle the correct choice.

ixamples: The old man walked
slow

(slowly ) ,

The —. dog wagged its tail,
a
happily
Worksheet 11.1.4.4
Hesat Drink the cotfee He denied the
through the trial. - . charge —
8) calm a) careful a) angry
b) calml b) carefull t) angril
) y ; ) carefully 2 ) angrily 3

The room was David seemed ._______ Kathy was ____

with his grade. when she lost her

sweater.

a) noisy a) | ppy a) sad ’
b) noisily 4 b) happily 5 b) sadly 6
He did ____. on The familysat _______ She picked up the
the test. whii he explained e09 —e

the r.roblems. ‘
a) bad a) quiet a) gentle
b) badly 7 b) quietly 8 b) gently o

&7
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Worksheet 11.1.4.4, continued

W )

Mark cried .. The room was ___ Therainfell ____ ___
when his best friend lit. on the window pare.
moved away.
a) bitter a) dim a) soft
b) bitterly 10 b) dimly i1 b) softly 12
Drive | The _______girthad no Ann~is
money for candy. of her aunt.
a) mafe a) poor a) fond
b) safely b) poorly . b) fondly
13 14 15
He swims Danisa Go up the stairs
runner. —
a) awkward a) swift a) slow
b) awkwardly b) swittly b) slowly
16 17 18
Doesn't the little Dothetask . The candy tasted
bush look —_
next to the big one?
a) strange a) slow _ a) sweet
b) strangely 19 b) slowly 20 b) sweetly 21
Dan runs P David and Russ The _—
walked to school children climbed
into bed.
a) swift a) quick a) sleepy
b) swiftly 22 b) quickly 23 b) sleepily 24
She looked at her Robert was Those flowers smell
report card to start. —
a) ‘ sad a) eager a) nice
b) sadly b) eagerly b) nicely
25 26 27
He looked The old woman . The boy was doing
about the news. laughed very
a) cheerful a) loud - a) good
b) cheerfull b) loudl , b) well
d 28 ) loudly 29 ) 30
58
176
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APPENDIX 4, continuad
Worksheet Answer Shee:

11.1.4.4 - Adverbs and Adjsctives

1. calmly 16. swkwardly
2. carefully 17. swift
3. angrily 18. siowly
4. noisy 19. strange
5. happy 20. slowly ~
6. sad 21. sweet
7. badly 22. swiftlr
8. quietly 23. L uickly
9, gently 24. sleepy
10. bitterly 25. sadly
11. dimly 26. esager
12. eoftly 27. nice
13. safely 28. cheerful
14, poor 29. loudly
15. fond 30. well
Urii ll: Language Mechanics
Adverbs and Adjectives Game/Quiz I1.1.4.4.
1 11 : 21 ‘
He sat —through The room was lit. My friend looked
the trial.
a) calm a) dim 8) angry
b) calmly b) dimly b) angrily
2 12 | 22
Drink the coffee _ The rain fell on the The old man was very
window pane. —_—
a) careful a) soft a) glad
b) carefully b) softly b) gladly
3 13 23
He denied the charge She looked at the young Thefireburmned .
—_— . fawns ____
a) angry 8) close - a) fierce
b) angrily b) closely b) fiercely
4 14| 24
The room was Th y all grinned We must measure this~.
a) noisy a) shy -a) exact
b) noisily b) shyly b) exactly
5 15 . 25
Shewas . _________ efter The giftwasgiven . __. Robertwas ________to
the long run. start. )
a) breathless a) free a) eager
b) breathlessly b) freely b) eagerly
8 a 16 26
The dog is — how. | have never beenso —— . Those flowers smell
treated.
8) hungry a) cold a) nice
b) hungrily b) coldly b) nicely
&
o | 5’ 177
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- AFPENDIX 4, continued
17 : 27
The children behaved Danisa He looked
. runner, about the news.
a) polite a) swift a) cheerful
b) politely b) swiftly b) cheerfully
18 28

| will be with you

Go upthestairs

The old woman faughed )

178

a) short a) tlow a) loud
- b) shortly b) slowly , b) loudly
19 20
She picked up the ega Doesn't the little bush look This job must be done
—_ ne«t to the big one?
a) gentle a) stranga a) careful
b) gently b) strangely b) carefully
10 20 30
Mark cried when Do the task Tie the knot ——
his best friend moved away. ‘
a) bitter a) slow a) loose
b) bitterly b) slowly b) loosely
Game/Qulz Answer Sheet
11.1.4.4 - Adverbs and Adjectives
1. calmly 11. dimly 21. angry
2. carelully 12. softly 22. glad
3. angrily 13. closely 23. fiercely
4. noisy 14. shyly 24. exactly
5. breathless 15, treely 25. /’eag'er
6. hungry 16. coldly, 26. nice
7. politely 17. - swit(" " 27. cheerful
8. shortly 18. slowly 28. loudly
9. gently 19. strange 29. carefully
10. bitterly 20. slowly 30. loosely
60
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PPENDIX 4, continued

1. Round 36 to the noarestten . .

2. Round 84 tc the nearestten

3. Round 77 to the nearest ten .
4. Round 41 to the nearestten .

5. Round 29 to the nearsstien —— —.—

6. Round 388 to the nearest hundred _ -
1:' _Round 72110 the nearest hundred .
8. Round 849 to the naarest hundred _ _______..
9. Round 201 to the nearest hundred .

0. Round 897 to the nearest hundred

4. Round 765 to the nearest hundred __

2 Round 1,099 to the nearest thousand:

3. Round 4,579 to the nearest thousand ..

4. Round 5,376 tc the nearest thousand

5. Round 2,837 {o the nrarest thousand .

16.
17.
18.
19,
20.
21.
22,
23,
24,
25.
26.
27,
28.
29.
30.

Worksheet: Rounding to nearest ten, hundred, or thousand -

Round 69 to the nearust ten

Round 11 to the nearesi ten

e

Round 26 to the nearest tvn o .
Round 76 to the nearestten . .-

Round 561 to the nearest hunaed

Round 251 to the nearest hundre:t
Round 341 to the nearest hundred .. . —— .
Round 987 to the nearest hundred . . . _

Round 238 to the nearest hundred

Round 499 to the nearest hundred

- -

Round 4,099 1o ihe nearest thousand ... —

Round 1,568 to the nearest thousand ..

vrer

Round 2,701 to the nearest thousand ...
Round 2,820 to the nearest thousand _.

Round 6,834 to the nearest ihousand .

Worksheet: Rounding to nearest ten, hundrad, or thousand

40
ac
80
40
30
400
700
800
200
800
. 800
1000
5000
., 5009
3000

SCO® OO AWN

- el b cd wd -
AW -

'

Answer Sheet

16. 7C

17. 10

18. 30

19. 80

20. 600
21. 300
22. 300
23. 1600
24. 202
25. 500
26. 4000
27. 4700
28. 3c0C
29 3000
30. 7000

BEST COPY AVAILABLE.

17y




B A I AIINIY & . af. ... &
APPENDIX 4, continued

=i
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10.
1.
12.
13.
14.

15.

Game/Quiz: Rounding to nearaest ten, hundred, or thousand

. Round 62 to the nearest ten

Round 47 to the nearest ten

Round 11 1o the nearest ten

Round 89 tothe nearestten . ...
Round 99 to the nearest ten

Round 562 to the nearest hundred .
Round 893 to the nearest hund. ed ___.___..._.
Round 116 to the nearest hundred .

Round 375 to the nearest hundred

Round 2,786 to the nearest hundred

Round 9,264 to the nearest hundred

Round 5,600 to the nearest thousand _

Round 1,380 to the nearest thousand
Rodnd 9,176 to the nearest thousand

Round 15,780 to the nearest thousand

16.
17.
18.

19‘

20,

21,
22,
20.
24,
25,
26.
27.

28.

29.

30.

Round €1 to the nearest ler e

Round 68 to the nearesi ten ..

Round 31 to the nearestten ________.
Round 12 to the nearest ten.

Round 405 to the nearesthundred
Round 780 to the nearest hundred

Round 475to the nea est hundred . ______

Round 520 to the nearest hundred R

Round 310 to the nearest hundred

Round 5,286 to the nearest hundred

Round 4,112 to the nearest thousand

Round 5,784 to the nearest thousand

Round 15,102 to the nearestthousand _______

Round 9,416 to the nearest thousand

Round 8,119 to the nearestthousand __________

Game/Quiz: Rounding to nearest ten, hundred, or thousand

2228288

>
3

2,800
9,300
6,000
1,000
8,000
. 16,000

-l
OB ENOCAEGN

b = b
ISR

-h
Y

Answer Sheet

€2

16.
17.
18.
18.

80
70

10

400
21,
22,
23.
24,
25.
26.
27.

500
500
300
5,300
4,000
6,000
15,000
8,000
8,000
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,APPEI{DD( 5. BAMPLE Jlaﬁw 11 UNIT
. This appendix coniains a complete Jigsaw I! Unit. It is based on the Introduction to this manual for the sake of
llustration. Before you use Jigsaw Il you might use this unit with other teachers to get a student’s ayeview of the
technique.
The expert sheet appears below. If you are simulating Jigsaw II, assign yournelf to & teain, pick one of the four
topics end then re-read the Introduction. Then discuss the topic with your “gxpert group,” return to your team to
repoit on your topic, and take the quiz. The quiz answers are as follows:cbabacdd.

‘ Expert Shes={

l'l'o read: The Introduction tc this manual

Topics: .
1. What are the principal features of STAD, TGT, and Jigsaw 7

What has the research on Student Team Learning found?

Why do the Student Team Learning techniques produce the effects that they do?

A N

What are some of the reasons that teachers might adopt one of the Student Tearm Learning
techniques?

Quiz. Student Team Learning

1a. What is the main difference between STAD and TGT?
a) STAD isless expensive to use than TGT.
b) STAD is used mostly in social studies, TGT in mathematics and language arts.
c) STAD uses quizzes, TGT uses instructional games.
d) STAD uses practice worksheets, TGT does not.

1b. What do TGT and Jigsaw have in common?
a) Expert groups
b) Heterogeneous teams
c) Quizzes
d) Instructional games

2a. Which of the Student Team Learning techniques has been evaluated in the largest number of studies?
a) TGT
b) STAD
c) Jigsaw

2b. Which of the iollowing Is the most consistent linding for al Student Tuam l.earning techniques?
a) Improved attitudes
b) Improved intergroup relations
c) Increased self-esteem
d) Increased satisfaction

3a. Which of the foliowing Is a reason implied in the Introduction for effects of team techniques on fearning?
learning?
8) Peer support for academic performance
b) ! Hectiveness of peer tutoring
c) In:reased mutual cuncern
d) lnproved student attitudes

63 _ \
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APPENDIX S, continued

ap. Which is not & reason implied in the Introduction for the effects of Student Team Learning on positive intergroup
retations? )
~ a) Students in multiethnic teams must interact.
b' Teams in general increase mutual concern among teammates.
¢y Stucents in muitiethnic teams learn about each other cultures. .
d) Students in muitiethnic teams learn to help one another.

Sa. Which is not @ reason that a teacher might adopt Student Team Learning techniques? :
a) Team iechniques allow the teachertobe a facilitator rather than a dir~ctor.
b} Tearm techniques improve student learning, positive intergroup relati ins, and other dimznsions.
) Tzam techniques provide an effective classroom management system.
d) Team techniques take less time than traditional techniques.

4b. Which traditional classroom activity do STAD and TGT replace most effectively?
a) Teacher lectures .
b) Supplemaniary activities
c) Homework
d) Drill
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TEAM SUMMARY SHEET

Tuyam Name

Team Members 1 2 3 4 5 6 7 8 9 10

11 12

13

14 .

Yotal Team Score

Transformed Team Score

Team Standing

This Week

Cumulatfve Score

Cumulative Standing .

{49
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QUIZ SCORE SHEET (STAD and Jigsaw 1)

Date: Date: Date:
Quiz: Quiz: Quiz:
. Base| Quiz | Improvement| Base| Quiz improvement| Base Quiz | Improvement
Student _ Score | Score Points | Score Score Points Score| Score Points
A
ey e I R W S —
66 \
[ 50 BEST 1OPY AVAILABLE
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TABLE # GAME SCORE SHEET (TGT) ROUND # oo

DAY'S. TOURNAMENT

PLAYER L TEAM Game 1 Game2 Geme3 TOTAL POINTS
- \v\‘
TABLE #___ GAME SCORE SHEET (TGT) ROUND #
DAY'S TOURNAMENT
PLAYER TEAM Game1 Game2 Game3 TOTAL POINTS
»
YABLE# _ GAME SCORE SHEET (TGT) ROUND #
DAY'S TOURNAMENT
PLAYER TEAM Gamel Game2 Gamed TOTAL POINTS
TABLE # .. . GAME SCORE SHEET (TGT) ROUND #_ .
DAY'S TOURNAMENT
PLAYER TEAM Game1 Game?2 Garme3d TOTAL POINTS
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